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ABSTRACT
The success or failure of a course is, to a great extent, dependent on the level of motivation and
commitment of the learners. Such motivation and commitment are, however, difficult to
establish and maintain, especially in an on-line course. Social relations within a class, and the
willingness of learners to collaborate with each other, have an important role to play, but the
constraints of time and distance are obstacles to fostering such social relations among students
enrolled in on-line courses. It is not easy to encourage students to be collaborative when they
are accessing the course at different times, from different locations. This thesis, however, seeks
to demonstrate that the variety and complexity of the technologies used to deliver an on-line
learning experience can help to overcome these challenges. When introduced and used in
appropriate ways, the software, internet tools, even the data collection program used for
statistical analysis can actually encourage and enhance participants' motivation to interact and

learn in collaborative ways.

This thesis is concerned with an on-line course created and delivered by the researcher,
the aim of which was to foster a collaborative learning environment in which participants felt
confident enough to share their work with others, and to offer and receive comments on their
assignments. The primary aim was therefore not the direct teaching and learning of language,
but the fostering of an environment in which the students felt comfortable working with the
technology and with each other, as a pre-requisite for the acquisition of language through
content-based activities. The study did not dwell on the effects of collaboration on language
development but focused, rather, on how individual students collaborate in an online, e-
learning course, what forms this collaboration takes, and how the pattern of collaboration
changes as the course progresses. This focus allowed the researcher to look at ways

collaboration affected the persistence and retention challenges of on-line learning experience.
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The course was designed for students learning EFL at a university in Korea. It lasts one
semester, and is delivered using a virtual learning environment (VLE) program developed by
the university. The course consists of 15 units to be completed at the rate of one a week. Each
unit focuses on a different topic and consists of a reading passage and a listening exercise. This
is followed by some writing activities, including a weekly written report, and recording
assignments. The researcher was the instructor for this course, and made special interventions
using appropriate technology (sometimes e-mail, other times Skype to make it more personal)
to encourage students to work in pairs, and in group discussions, and to post their work in the

VLE so that others could read and comment on it.

The current study reports on the experience of running the course with one group of 47
Korean university students. Data was gathered from the learners’ journals, their assignments,
feedback and comments posted on the web board, and emails to the instructor. The VLE also
recorded statistics showing the students’ usage of the different components of the course, and

how their use of these components changed and fluctuated as the course progressed.

The results showed that in the process of completing the course the majority of the
learners reported a strong sense of “belonging” to a learning community, developing a close
rapport with other learners by sharing their work, exchanging comments and taking part in
discussions. Students felt proud of their work as well as of the process of working together
with other learners. In particular, the results suggest that opportunities for social interaction and
feedback play a crucial role in developing the emotional connection which helps to create a

collaborative learning environment and support an effective learning community.

The evidence suggests that the appropriate use of technology when delivering an on-line course

may, in fact, encourage collaboration because of two phenomena that are not always evident in
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a traditional, place-based classroom. These are anonymity and reciprocity. Anonymity makes it
easier for students to share their work and ideas because, if a contribution is embarrassing, it
may have less negative effect than in a face-to-face exchange. Reciprocity refers to the natural
inclination of a student, having learned from others in the VLE, to give something back to the

community.
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I. INTRODUCTION

1.1 Background

Any discussion of an online learning or a virtual learning environment (VLE) evokes
immediate associations with autonomous, independent, or self-directed learning. Vygotsky’s
socio-constructivist perspective (Vygotsky, 1978; Vygotsky and Cole, 1978; 1962)laid the
groundwork illustrating “the role of social interaction in creating an environment to learn
language, learn about language, and learn “through” language (Warschauer, 1997)”. Vygotsky
(1978) suggested that isolated learning might not necessarily lead to cognitive development. In
language learning, he posited, the exchanges encouraged within social settings led to the more
capable or proficient students providing peers with new information and ways of thinking. This,
in turn, allowed all student participants to co-construct new means of understanding. These
new ways of thinking, resulting from dynamic exchanges between all online participants, are
referred to by socio-constructivist researchers as scaffolding. This term refers to the forms of
support provided by the teacher, or in some circumstances another student, to help students to
bridge the gap between their current abilities and the intended goal (Rosenshine and Meister,
1994). This mutually beneficial social interaction works both ways, allowing the more
experienced students to discover missing information from the questions of the less-
experienced language learners, gain new insights into the positive aspects of collaborative

learning, and develop an appreciation of this qualitatively different way of understanding.

Much research has been done to support the idea that collaborative learning facilitates
language learning in traditional learning environments. In the 1990s, Nunan (1992a) tells us,
one of the important factors in moving forward the curriculum of language learning is the
introduction of collaborative practices. Since then, researchers have continued to add empirical

evidence to the benefits of creating an active learning environment.



There is a strong movement in education today away from a predominantly didactic model of
instruction and toward a learner-centered model where the learning activities involve students
in inquiry and problem solving, typically in a collaborative framework (Duffy et al., 1998:51).

The old-school teaching approach, resting on the catch phrase ‘sage on the stage,” has
long since been modified to ‘guide on the side,’ to fit today’s current learner-centred,
collaborative classroom practices. The evidence supporting this learner-centred, collaborative
approach, is so well researched and documented, that there seems little need for further

examination in this section, though remarks are made, later, in the literature review chapter.

A more recent, and more fertile, area of research into collaborative learning
methodology delves into the relationship of technology and collaboration. Some extremely
important work along these lines of research has been done in relation to Computer-Assisted
Language Learning studies (Ducate and Lomicka, 2008; Hsu et al., 2008; AbuSeileek, 2007;

Schmidt et al., 2007; Hoven, 2006; Irons et al., 2004; Smith, 2000).

Furstenberg (1997:22) highlights how technology provides “an extraordinary context of
authentic cultural background and historical information” as well as allowing “the opportunity
to become an active participant in language learning.” She explains that technology addresses
the interactive, collaborative and process-oriented features of language learning in an intuitive
and natural manner. This led to others experimenting and introducing varied forms of
technology which further encouraged and enhanced collaboration. Email and synchronous chat
(Belz and Miiller—Hartmann, 2003), electronic conferencing (Truscott and Morley, 2001) and
the internet as a source of information (Son, 2008; Herron et al., 2002; Gruber-Miller and
Benton, 2001) are examples of these new ‘ways of communication’ lending themselves to the

encouragement and enhancement of collaboration in online learning environments.



Online collaboration, and the technology used to encourage and enhance these
collaborative exchanges in such environments, is a focus of and is emphasized in this study. If
educators and course designers are to understand virtual learning environments, a learning
theory that includes the technology —e-mail, shared discussion boards, Skype, Messenger, and
emoticons— must be fashioned. The enhancing effects of the technological opportunities, in
particular, must be considered. Earlier research studies were quantitatively oriented, and
emphasized how much collaboration took place. This study's orientation and emphasis is on the
nature of the collaboration. Another difference between previous studies and this one is that
previous studies examined, principally, written documents when statistically determining
collaboration (Lee, 2008; Liang and Creasy, 2004; Jiang and Ting, 2000; Vrasidas and Mclsaac,
1999; Bullen, 1998; Ross, 1996).This research includes the written documents as data, but also
looked at collaboration in terms of how the technology was used and how it, in turn, influenced

the amount and nature of that collaboration.

Scaffolding provides platforms which help and encourage students to comment on and
exchange information, to collaborate in order to learn. As mentioned by Azevedo et al. (2005),
in an e-learning environment, scaffolds may be tools, strategies, and innovative technologies to
support students in their learning. According to Gracsser et al. (2000) and Reiser (2002),
scaffolds can be provided by direct human guidance, computer assisted tutoring, teachers, or
peers in order to help students develop an understanding beyond their immediate grasp. The
current study followed the lead of Lajoie (2005) who noted the movement toward including

more affective and motivational scaffolding to enhance learning.

The assumption underlying this current study is that collaborative learning theory and
practice can be applied and used to support the creation of successful online learning

environments (VLE). What previously worked to encourage collaborative learning in the place-
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based classroom, can be successfully adapted, and further enhanced by the technology, in
virtual learning environments. This thesis seeks to show that the variety and complexity of the
technologies inherent in an online learning experience (VLE), when introduced and used in
appropriate ways, can actually encourage and enhance participants' motivation to interact and
learn in collaborative ways. To further study if this were true, this researcher developed, with
technical assistance, both content and delivery methods for an online course. Learning
management system (LMS) software allowed the delivery of the course materials, but also
provided the means of recording data from collaborative exchanges, including, for instance the
use of emoticons, which could later be analysed both qualitatively and quantitatively. LMS
also allowed the researcher to analyse, both quantitatively and qualitatively, the nature of the

participants' (or students') collaborative exchanges (see section 4.3).

This study does not dwell on the effects of collaboration on language development. It
focuses, rather, on how individual students collaborate in an online, e-learning course, what
forms this collaboration takes, and how the pattern of collaboration changes as the course
progresses. This focus addresses the persistence and retention challenges of online learning, i.e.

whether or not the learners continue to participate in, or drop out from, the course.

1.2 Purpose of Study

This study attempts to fill a number of the gaps left by previous research. For instance, earlier
studies provided evidence that group-supported environments are conducive to effective adult
learning (Foley, 1995) by providing a setting for students to interact and exchange ideas,
thereby constructing their own knowledge base and filtering this knowledge through the
community construct. Such studies, however, were concerned with place-based environments,
while the current study focuses on interaction in virtual, online, environments, and investigates

the positive effects of having individual learners interact and learn how to use VLE technology
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to support one another and create a group-supported environment, a genuine, collaborative
learning community. In addition, while previous work focused on the effects of collaboration
and how it led to the improvement of, for example, intermediate level, language learners’
writing abilities (Eastmond, 1994; Hiltz, 1988), the current work looks directly at the

collaborative process itself, how it surfaces, develops, and changes over time.

The study, too, looks at the practical challenges inherent in the increasing use of
VLE(s) and LMS(s). How can developers use the technology involved in these virtual settings
to encourage collaboration and the creation of learning communities among students who
access online courses from such very diverse time zones, and from such extremely diverse
geographical locations? What does collaboration look like in these virtual environments, where
participants, often, will never meet face-to-face? This study examines the process of
collaboration (surfacing, developing, adapting over time) amongst students in an online
language course, where the main aim was to develop a learning community in which
participants felt confident enough to share their work with others, and to offer and receive
comments on their assignments. The primary aim was, therefore, not the direct teaching and
learning of language, but the fostering of an environment in which the students felt comfortable
working with the technology and with each other, as a pre-requisite for the acquisition of

language through content-based activities.

By focusing directly on the collaborative process, this study attempted to fill in
previous research gaps by exploring questions such as: How did collaboration itself affect
individual students’ motivation and attitude toward learning English? How did their motivation
and attitude change as the course progressed? This focus allowed the researcher to take a fresh

look at some of the previous research findings and results of language learning research, work



that was done within the context of the traditional classroom, and to apply those findings to the

more complex and much less studied virtual environment.

Previous research had looked at the phenomena of collaboration in the context of
content-based instruction (CBI), within a place-based environment. This study acknowledges
the positive influences of that previous research, and attempts to apply those place-based

findings to the challenging, and often ever-changing virtual, or online environment.

1.3 Research Questions

This research study aims to examine whether and how individual students collaborate in an
online e-learning course, what forms their collaboration takes, and how the pattern of
collaboration changes as the course progresses. An attempt will be made to understand the

implications this has for course design and management.

The main research question is:

What opportunities does an e-learning environment provide for collaborative learning
and what effect does this have on the learners as the course progresses?

This main question gives rise to the following ‘sub-questions’:

1. Do learners work collaboratively? If so, how do they collaborate? Does this

change as the course progresses?

2. What motivation and attitude do learners have toward the course? Do they

change as the course progresses?

3. Do learners orient towards language or content? How?

1.4 Significance of the Study



This study will serve the purposes of filling in some of the research gaps in previous work
(mostly done in place-based environments and focusing on learners’ writing), and will look at
two new components - anonymity and reciprocity and their relationship to the enhancement of
online collaboration. These two phenomena, though mentioned in passing in some previous

research, have not been given the importance this researcher believes they deserve.

Considerable research in CALL has looked at the effects of collaboration on the
learning experience. This study attempts to focus on the effects of that collaboration on all the
learning components, the reading, the social interactions, exchanges of feedback as well as the

writing component.

This study is wide-ranging, looking not simply at the results of collaboration, but, at
the phenomenon of collaboration itself, attempting to understand and articulate the forms that
such collaboration takes and the social and affective scaffolding phenomena that enable it, and
investigating how collaboration changes during the creation and delivery of an online language

experience (in this case, Koreans learning English).

The main methodological approaches that are used are grounded theory and action
research. Altrichter and Posch (1989) suggest the importance of these two approaches, one
being inductive (grounded theory), and the other being deductive (action research) to support
research findings. The grounded theory approach was used to look at students' journal entries
to identify common themes. Nvivo software took these themes and systematized them into
groups, categories, and subcategories allowing the researcher to examine the amount and
nature of students' collaboration; the findings resulting from the application of grounded
research suggested appropriate ways of using an action research approach. For example,

interventions and curricular changes were introduced along a time line as students progressed



and became more familiar with course materials and working with one another. These two
approaches had to be adapted to the real-time nature of a VLE, where the recording and
interpreting of students’ collaborative learning behaviour, and the introduction of interventions,
was a continuous process. Data arrived in a continuous stream, and had to be captured and
interpreted rapidly, in comprehensive, meaningful ways. It is hoped that the findings of this
study will make a serious contribution to the current literature, and have a positive and realistic

impact on future, virtual learning environment research.

1.5 Profile of Chapters
This thesis contains six chapters, including this introduction in Chapter I, and the conclusion in
Chapter VI.

Chapter I, Literature Review, is devoted to the current literature that provides the
conceptual and theoretical framework that guided this study. The first part reviews
constructivism, socio-constructivism as the theoretical foundations of collaborative learning.
The second part introduces how collaborative learning is employed in an e-learning
environment. The third part, content based instruction, consists of three parts: definition,
foundation and connection with learning. The last part, the fourth, looks at motivation and
attitude. Finally it will lead to three proposed research questions.

Chapter I11, Methodology, starts with two research methodology approaches; grounded
theory and action research. The context of this study is provided, with a description of the
online course, of the preliminary study and the main study and of the data collection methods

that were used. Issues of validity, reliability and ethics are also discussed.

Chapter IV, Data Presentation and Analysis, presents the data that were gathered
during the study, describes the procedures that were adopted for analysing the data, such as the

process of generating themes, and presents the results of the analysis.
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Chapter V, Discussion, focuses on the answers to each research question. The first and
second sections describe three forms of collaboration and their development. The third section
discusses how technology lends itself to creating a community in a VLE. The fourth section
discusses the effect of content based instruction. The last part of the chapter identifies two

factors that appear to have particular influence on learners’ motivation and changes in attitude.

Chapter VI, Conclusion, provides an overview of the research, its pedagogical

implications, and what questions remain outstanding for future research.



Il. LITERATURE REVIEW

2.1 Introduction

The research for this thesis is confined within the boundaries of currently emerging trends in
applied linguistics, as they are applied within virtual learning environments. The literature
reviewed for this thesis supports the belief that learning in an e-learning environment is,
fundamentally, a social activity, a shared community of learning, as opposed to an
individualized, isolated way of learning. Being focused on the forms and nature of
collaboration, this study does not concern itself directly with language acquisition. However, it
should be noted that the literature reviewed lends support to the view that a virtual learning (an
e-learning) environment successfully facilitates an individual’s language acquisition. This
chapter provides a brief overview of past research of virtual learning environments, and
explores the relevance of that research to current e-learning environments. Much research has
been carried out to investigate collaboration in traditional learning environments, but the
advent of the internet and the development of web-based communication tools have opened up
new opportunities for collaboration within new and potentially very different learning
communities. The literature review for this research study will therefore focus firstly on the
theoretical foundations of collaborative learning, and then on collaborative learning in an e-
learning environment. Content-based instruction and motivation will be included. How the

current research fits in with and relates to previous work done in this area will also be explored.

2.2 Theoretical Foundation of Collaborative Learning
Work done by Vygotsky and Cole (1978) and Wenger (1999) shows the influence of social
perspectives on language learning. One of the underlying assumptions in this type of research

approach is that language learning and social interaction, particularly with more advanced
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learners, cannot be separated; the one, social interaction, supports and enhances the other,
language learning. Before further discussion of how collaborative learning actually works
within a virtual learning environment, it will be useful to review the theory on which

collaborative learning is based.

2.2.1 Constructivism

Constructivism describes the development of knowledge through learning as a process of
active construction of meanings in relation to the context and environment in which learning
takes place. A learner’s understanding of content is embedded in the experience of that
individual (Brown and Collins, 1989). In the 19™ century, objectivists believed in the existence
of reliable knowledge about the world (Jonassen, 1991) which was received by learners
passively from authoritative sources, lectures or in written format from text books. In such a
model, learning took place in classrooms and the primary concern of educational institutions
consisted in transferring knowledge as an integral, self-sufficient substance, comprising
abstract, decontextualised, formal concepts (Brown and Collins, 1989). By the turn of the
century, Piaget had begun to centre constructivism research on a developmental model,
mapping how individuals at different ages, developed cognitive abilities. Knowledge about the
environment, about the external world, is organized into mental frameworks or Schemata by
the learner. For instance, children develop frameworks (schemata) as they organize their
knowledge into increasingly complex cognitive structures. Children actively seek out
information and adapt it to the knowledge and conceptions of the world that they already have.

Thus, children construct their understanding of reality from their own experience.

Piaget focused primarily on the individual child’s development. As Oxford (1997b:39)

points out, “Piaget recognized that all this happens within a social context, but he was not
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particularly concerned about the social aspect.” It remained for the socio-constructivists to
research and clarify the ways in which individual development are connected to social

development, and how the one affects the other.

2.2.2 Socio-Constructivism

The socio-constructivist perspective, derived in part from the concepts of Vygotsky (1962,
1978), illustrates “the role of social interaction in creating an environment to learn language,
learn about language, and learn “through” language (Warschauer, 1997).” Vygotsky (1978)
emphasized that isolated learning cannot lead to cognitive development. He firmly maintained
that social interaction is a prerequisite to learning and cognitive development; these could only
occur when learning involves more than one person. Furthermore, one of those persons must
provide new information through scaffolding within the zone of proximal development (ZPD).

These two concepts, scaffolding and ZPD are essential concepts in socio-constructivist theory.

A definition of scaffolding, as found in the Cambridge Advanced Learner’s Dictionary
explains that scaffolding in the real world of engineering and construction is a structure of
metal poles and wooden boards put against a building for workers to stand on when they want
to reach the higher parts of the building. When the work is done, the scaffolding is taken away.
In an educational context, it would be assumed that scaffolding is also a temporary framework
to support learners when assistance is needed and is removed when no longer needed. The

more capable partner or instructors provide this supportive, scaffolding structure.

The term scaffolding was used by Bruner (Wood et al., 1976) to describe the process in
which a child or novice could be assisted to achieve a task that they may not be able to achieve
if unassisted. When they are able to perform the task on their own, the scaffolding is no longer

necessary. This definition is related to Vygotsky’s (1978:86) conception of the zone of
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proximal development (ZPD) which is “the distance between the actual developmental level as
determined by independent problem solving and the level of potential development as
determined through problem solving under adult guidance or in collaboration with more

capable peers.”

In language learning, within the ZPD, more capable or proficient students can provide
peers with new information and ways of thinking so that students can co-construct new means
of understanding. This mutually beneficial social process can also lead more experienced
students to discover missing information, gain new insights in collaborations, and develop a

qualitatively different way of understanding.

The ZPD comprises the range of activities from what we can do alone to what we can
do with the assistance of an instructor or more capable peer learner. This concept is further
clarified by Lantolf (1994) and van Lier (1996) who state that things a person can do
confidently on his or her own are located in the area of “self-regulation.” Beyond that area,
they emphasize, there is a range of knowledge and skills which the person can only access with

someone’s assistance (other-regulation).

However, he cautions that simply providing students with a problem and some
guidance in the form of peer interaction or expert assistance does not mean that one is working
in the ZPD, and it is no guarantee at all that any progress will be achieved. In addition to help
and guidance from teachers or more able peers, productive work in the ZPD can be

accomplished by learners using a variety of different resources including the following:

assistance from more capable peers or adults

interaction with equal peers

interaction with less capable peers

inner resources (their knowledge or expertise). (ibid:193)

oo o
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These various resources for construction in the ZPD are illustrated in Figure 2.1:

Figure 2.1 Multiple zones of proximal development (ibid:194)

Asgistance from Interaction with
more capable peers

or adults

equal peers

Self-

Inner resources:

knowledge,
experience, Interaction with
memory, strength less capable peers

It is expected that help from others, peers or adults, more knowledgeable than themselves is
valuable to learners. Van Lier (1996) showed in his ZPD learning model (Figure 2.1 above),
that when advanced learners exchanged information or knowledge with less advanced language
learners, everyone benefited, including the advanced learners.

Lantolf (2000:17) emphasizes that “the ZPD is not a physical place situated in time and
space; rather it is a metaphor for observing and understanding how mediation means are
appropriated and internalized.” Wertsch and Bivens (1992) suggest two interpretation of how
students reach the zone of proximal development: a) a modelling interpretation and b) a text
mediational interpretation.

In the modelling interpretation, the teacher models an approach to the learning, for

example, by posing questions (Palinscar and Brown, 1984). The text-meditational
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interpretation assumes that students use language cognitively to make connections between
what they already know and new concepts (Bayer, 1996). The fundamental idea is that learners
become meaningfully engaged in a variety of learning activities. Bayer’s (1990) model of
collaborative-apprenticeship learning, for example, emphasizes the use of expressive speech
and writing, peer collaboration, and engaging in meaningful problem-solving tasks. The
teacher assists, not as a model but rather as a facilitator, while students collaborate to “make

29 ¢c

connections between new ideas... and prior knowledge,” “use language as a tool for learning,”
and develop “language and thinking competencies” (p7). Thus, the text-mediational view links
the concepts of participation, interaction, reflection, problem-solving, critical thinking, and
literacy with the various uses of feedback, text, inquiry, and collaboration in the classroom.
Examining the role of scaffolds in facilitating students’ learning is a critical issue in an
e-learning environment. In an e-learning environment, scaffolds may be tools, strategies, and
innovative technologies to support students in their learning (Azevedo et al., 2005). Scaffolds
can be provided by either human (teachers, peers) or computer tutors during learning to enable
students to support understanding beyond their immediate grasp (Reiser, 2002; Graesser et al.,
2000). There are several types of scaffold proposed to foster students’ learning: implicit and
explicit scaffolds (Hadwin and Winne, 2001), conceptual, metacognitive, procedural, and
strategic scaffolds (White et al., 2000; Hannafin et al., 1999; Vye et al., 1998), hard and soft
scaffolds (Brush and Saye, 2002) and fixed and adaptive scaffolds (Azevedo et al., 2004).
Implicit and explicit scaffolds, as used by Hadwin and Winne, are provided by a software tool
(i.e. CoNotes which is an electronic notebook) that is intended to cue students to help their
studying. The specific directions or instructions of such activities determine whether they are

implicit or explicit (Hadwin and Winne, 2001). According to Hannafin et al. (1999),

conceptual scaffolds include hints and prompts that are designed to provide guidance about
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what knowledge to consider during problem solving. Metacognitive scaffolds, likewise, also
include human or computer tutors to help students with a specific task. Procedural scaffolds
assist learners with learning how to use resources or how to perform certain tasks, and strategic
scaffolds make learners aware of different techniques for solving problems and expose students
to the solution paths followed by other peers or experts. Azevedo et al. (2004) define fixed
scaffolds as static and not adaptable to meeting individual student’s learning needs, as they
have been formulated to give an overall learning goal and a list of specific questions to guide
students toward understanding the content of the lesson. Adaptive scaffolding is constructed by
a human or computerized tutor to help plan learning through activation of prior knowledge, and
monitoring emerging understanding. The difference between hard and soft scaffolds suggested
by Brush and Saye (2002)is that hard scaffolds are presumed to support common learning
needs (e.g. typical student difficulties with a task) that apply to all students, freeing the
instructor to provide soft scaffolds, which are adaptable, on-demand, and contextually sensitive

support based on emergent, individual needs.

The types of scaffolding used in this study are adapted from Azevedo et al. (2004)
concepts of fixed scaffolding and adaptive scaffolding. Fixed scaffolding includes the use of
technology and computer assisted learning. Adaptive scaffolding involves direct, human
assistance, which could be either among students or between students and a teacher. Both types
of scaffolding are fundamental to helping each student advance through his or her own zone of

proximal development (ZPD).

Recently, Lajoie’s work has introduced two further models of scaffolding, affective and
motivational (Lajoie, 2005). These models were instrumental in examining the findings of this

current research thesis into online collaboration phenomena.
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2.2.3 Collaborative Learning
The literature review discussing collaborative learning often references the precepts of social
constructivism. Dillenbourg (1999:1) broadly defines collaborative learning as “a situation in

which two or more people learn or attempt to learn something together:

e “two or more” may be interpreted as a pair, a small group (3-5 subjects), a class (20-30
subjects), a community (a few hundreds or thousands of people), a society (several thousands or
millions of people) ... and all intermediate levels:

EE 1Y

e “learn something” may be interpreted as “follow a course”, “study course material”, “perform

learning activities such as problem solving”, “learning from lifelong work practice”, etc.;

e “together” may be interpreted as different forms of interaction: face-to-face or computer-
mediated, synchronous or not, frequent in time or not, whether it is a truly joint effort or
whether the labour is divided in a systematic way (p.1-2).

In addition, he refers to the variety of meanings of collaboration. The word collaborative

concerns four aspects of learning.

1) A situation can be characterized as more or less collaborative (e.g. collaboration is more likely
to occur between people of a similar status than between a boss and his/her employee, or
between a teacher and a pupil).

: A situation is termed ‘collaborative’ if peers are (i) more or less at the same level and can
perform the same actions, (ii) have a common goal, and (iii) work together. ... A slight
knowledge asymmetry among peers is generally considered as suitable, because it supposedly
leads to conflicting interactions.

2) The interactions that do take place between the group members can be more or less
collaborative (e.g. negotiation has a stronger collaborative flavor than giving instructions).

:interactivity, synchronicity and “negotiability.”... The degree of interactivity among peers is
not defined by the frequency of interactions, but by the extent to which these interactions
influence the peers’ cognitive processes.

3) Some learning mechanisms are more intrinsically collaborative (e.g. grounding has a stronger
collaborative flavor than induction), even if, at a very fine level of analysis, learning
mechanisms must be similar to those triggered in individual learning.

4) The fourth element concerns the effects of collaborative learning, not because this element is
used to define collaboration itself, but because the divergent views concerning how to
measure the effects of collaborative learning participate in the terminological wilderness of
this field.
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(Dillengourg, 1999:9)
These four aspects of learning relate reciprocally. The situation generates patterns of
interaction; these interactions activate cognitive mechanisms, which successively cause
cognitive effect. He emphasizes that “collaborative learning is not one single mechanism...
(p.6)” and “...not a method because of the low predictability of specific types of interactions
(p.7).” Thus, he defines collaborative learning as “a situation in which particular forms of
interaction among people are expected to occur, which would trigger learning mechanisms, but
there is no guarantee that the expected interactions will actually occur (p.7).” In this study, the
definition of collaborative learning is that learners participate to achieve learning so that they

make progress or improve.

Oxford (1997a) focuses on collaborative learning in which the learner engages with
“more capable others” such as teachers or advanced learners who provide assistance and
guidance. Advanced learners, like teachers, can act as facilitators or guides and provide
assistance to help students develop their language skills. The assistance might include a hint or
clue, a word of praise, a suggestion, a learning strategy, a grammar reminder, or an intensive
review, even translation — anything that the learner needs at a given stage. As the learner
requires less help, the teacher or advanced learner slowly steps back as the scaffolding is no

longer necessary, now that the learner is becoming more self-directed and autonomous.

Swain (2000:102) found that second language (L2) learners were capable of providing
guidance to their peers and mediating their own learning through “collaborative dialogue”
which “mediates joint problem solving and knowledge building.” Weller (2002) adds
collaboration in the second language learning promotes the development of communication
skills, reflection, active learning and a deeper understanding, broader scope and exposure to

different ideas through peer learning. Morita (2004) supports this finding with evidence that
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some of the participants in her study made use of their peers as a major source of support and
guidance for their linguistic development, completion of assignments, and participation in
classroom activities. Mesh’s (2010:167) findings on collaboration in second language learning

are summarized as follows:

Learners feel supported by each other, which in turn produces the conditions for taking risks in the
learning process. If learners have the opportunity to develop trust in each other, then challenges
will become part of the culture of the group. They can share ideas and comment on peer’s work in
an environment of trust, empathy, collaboration and enjoyment. Learning is more meaningful when
itis fun.

In general, this researcher found that much of the empirical research on the
effectiveness of collaborative learning has been on a small scale, involving intermediate or
advanced level learners. Typically, the studies involve small number of intermediate level
participants collaborating by using synchronous tools such as chat boards. When there are time
intervals between lessons, participants will communicate with asynchronous tools such as

email or discussion forums.

Hiltz (1988:283) reported that, in collaborative group learning, “knowledge is not
something that is ‘delivered’ to students...but something that emerges from active dialogue
among those who understand and apply concepts and techniques.” Even those not actively
engaged in the dialogue (lurkers), by listening and processing the information, are applying it

to their knowledge construction.

Vonderwell and Zachariah (2005) indicate that lurkers can learn through vicarious
interaction that occurs “when a learner absorbs and processes an observed interaction between
others (Sutton, 2001:227).” Williams (2004:1), rather than using the term “lurker,” which tends

to imply passivity, or lack of participation, used a neutral term, Read Only Participants (ROPS),
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for those “who appear to contribute little to group discussions but who consider that they are

actively following the course and learning.”

2.3 Collaborative Learning in an E-Learning Environment

Technology, and its role in language education, has become the focus of much research in the
past few years. Such research provides fertile ground for researchers who are particularly
concerned with the potential contribution of internet and virtual technologies to the
development and delivery of the curriculum. The following is a brief summary of such e-

learning environments.

2.3.1 E-learning Historical Note
Distance education, until the advent of the Internet, consisted of correspondence learning,
perhaps supported by telephone follow-up. This learning was a form of self-instruction or

independent learning.

In the 1990s, the rapid expansion of the web led to the development of integrated online
learning environment shells known as virtual learning environments (VLES), in which made it
possible to link learners at multiple places in cyberspace (McPherson and Nunes, 2004;
Kargidis et al., 2003; McPherson and Nunes, 2002; Piccoli et al., 2001). The definition of
virtual learning environments (VLES) is “computer-based environments that are relatively open
systems, allowing interactions and encounters with other participants” and providing access to
a wide range of resources (Wilson, 1996:8 cited by Piccoli et al. 2001:402-3). A variety of
terms for e-learning are used interchangeably, including open learning, network-based learning,
distance learning, online learning, and virtual learning. Keller (2005) adds that many
researchers use the term ‘learning management system (LMS)’, in which the VVLE connects to

other administrative systems within the university, as a synonym for VLE. The core
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characteristic of all these terms is the utilization of information and communication
technologies (ICT) as a delivery vehicle with ICT-supported environments. These
environments are conducive to interactive learning and the data which can be recorded showing
the usage of interactive tools in VLEs allow administrators of such learning environments to
correlate and cross reference much of the activity. Such environments allow for the provision
of lots of exercises and reading materials, links to internet examples and samples. Participants,
then, depending on course design decisions, can be encouraged to follow personal learning
preferences. Such environments also allow for a variety of information sharing, interaction and

collaboration.

As a number of authors such as Kargidis et al.(2003), Stamatis et al.(1999), and Nunes
and Fowell (1996) suggest, these virtual environments, because of the array of opportunities to
interact and collaborate, are potentially beneficial for both teachers and learners. Their findings
summarized by McPherson and Nunes (2004:19) the ways in which VLE technology provided

opportunities for interactions and collaborations:

o electronic distribution of course material;

o flexibility for students — when to study, at what pace — supporting different learning styles;
e accommodation of different ability levels;

e establishment of communication between students and teachers, and between students;

e greater access to information;

e greater flexibility in maintaining and updating course documentation.

According to McPherson and Nunes (2004), there are three main categories in these
environments: the workstation (for learners and teachers this usually means a multimedia PC
equipped with a web browser), the communication technologies that enable widespread learner
networking and access to the web, and the software tools that enable educators to author and

deliver online learning.
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Dabbagh and Kitsantas (2005:514) classify web-based pedagogical tools (WBPT) as: 1)
collaborative and communicative tools (e.g., e-mail, discussion forums, and chat tools); 2)
content creation and delivery tools (e.g., tools for instructors to upload course syllabus, course
content, and assignments; and tools for students to access course resources and readings); 3)
administrative tools (e.g., tools to manage general course information and functions; and
student information, interactions and contributions); and 4) assessment tools (e.qg., tools to post

grades and track student progress).

Although there is no doubt about the potential roles of technologies in an e-learning
environment, Lajoie (2005) emphasizes that an educator should keep in mind that it is the
instructors’ use of the tools that is pedagogical rather than the tool itself. That is, available tools
alone are not enough as they need to be embedded in the instructor’s pedagogical goals. White
(2003, 2006) notes that the range of studies have been shifted from a concern with structural
and technological issues to focus on transactional issues (teaching and learning) as a
pedagogical perspective, for example, how learners establish their learning environment, and

negotiate meaning, and come to new understanding in the distance context.

Researchers (Devlin, 2006; Gilead, 2006; Brandl, 2005; Dabbagh, 2004; Olson, 2001,
Carey, 1999) explore how the current generation of technologies used in VLEs (e.g. WebCT,
Moodle, Blackboard, Luvit, First Class, etc.,) provides features that allow educators to adopt
more socio-constructivist designs in accordance with learning outcomes and the three essential
types of communication and interaction: student with learning materials; student with teachers;
student with other students. Additionally VLEs provide a set of online management tools that
assist teachers in designing courses as well as keeping track of student activity and progress,
monitoring factors such as: student visits to the learning environment; student participation in

online activities; student feedback about the learning experience; student support and
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scaffolding; student attitudes about learning through distance education; overall student
satisfaction towards distance learning; and student outcomes such as grades and test scores

(Swan, 2004; Gunn, 2001).

These VLEs can be used to create entire online courses, or simply be used to publish

materials that supplement existing courses.

In many universities, virtual learning environments (VLES) such as Blackboard or
WebCT are already part of daily learning and teaching practice, being used to support the face-
to-face delivery of classes, as well as delivering classes in an entirely virtual mode. However,
the role of online learning is still, in these early stages of development, restricted to the set of
lecture notes online or lists of resources available on the web or audio/video streaming of
lectures which reflect the classical tradition of transferring a fixed body of knowledge to the
learner which is in the form of unchangeable and authoritarian concepts or definitions
(McPherson and Nunes, 2004; Bonk and Cunningham, 1998).This classic configuration of the
lecture consists of an academic addressing a passive classroom of learners following the well-
known 'sage on the stage' paradigm. McPherson and Nunes (2004) explain that educational
designers call on their prior perceptions of knowledge acquisition as well as their prior
educational experiences when developing structures, content and pedagogical strategies. In fact,
most online learning developers reproduce in their applications— deliberately or unconsciously
— teaching modelled on the traditional classroom approach as they had experienced it. This is
often based on the behaviourist model that characterized developers’ own education. In the
earliest attempts at computer-based instruction, designers treated knowledge as a ‘fluid’, which
was poured into the student-vessels as empty vessels from the full teacher-vessel (Kay, 1991).
This delivery method does not match up well with today’s interactive, collaborative, self-

directed educational practice (developmental model). The behaviourist approach to the
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technology focuses undue attention on questions about what technologies such as computers
and authoring software programs can be made to do, thus distracting researchers, instructional
designers and educators from asking the more crucial questions about what these technologies
should accomplish and what their roles should be in the teaching and learning process
(McPherson and Nunes, 2004). According to Mason (1998:35) the course materials used in

online environments should be designed specifically for those environments.

...it is common to hear academics talking glibly about putting their lecture course on the Web, and
it is sadly all too common to find teaching materials designed for a different delivery medium
‘dumped’ on the Web,... Course content needs to be re-thought for the hypertext structure, for the
possibility of collaborative group work, and for the opportunity of interaction with the course
materials.

In fact, online learning requires more in terms of pedagogy than merely transforming lecture

slides into web-based lecture notes.

Many scholars have published guides for designing effective web sites for online
courses (Smith and Ebooks Corporation., 2008; Lee and Owens, 2000; White and Weight,
2000). The impact that specific tools, such as electronic bulletin boards, interactive television,
and collaborative computer technology, have on the learning experience has also been widely
discussed by researchers (Bozik and Tracey, 2002; Chadwick and Russo, 2002). E-learning can
increase flexibility in curriculums in terms of considering learners’ differences and overcoming
the traditional classroom time limitations (Thierry, 1996). Learning in an e-learning
environment can occur at the same time in different places (e.g., through scheduled video
conferencing events), at different times in the same place (e.g., discussing and exchanging
information on a bulletin board in an e-learning classroom by individuals’ time schedule), or at
different times in different places (e.g., using e-mail to communicate with the instructor and

students).
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However, for online learning to be successful, it is not enough that the courses are well
designed. The module delivery approach of an online course, demands that instructors adopt
appropriate pedagogic approaches and teachers are well-versed and qualified and able to

facilitate the courses online (McPherson and Nunes 2004).

2.3.2 Computer-Mediated Communication (CMC)

In the previous section, the use of computers and internet technology was discussed as being
examples of collaborative and communicative tools. Dabbagh and Kitsantas (2005) address
how such web-based pedagogical tools (WBPT), whether asynchronous (different users
accessing at different times) or synchronous (different users, particularly instructors and
learners, accessing at the same time), allow participants to create socio-constructivist learning

communities.

Such learning environments encourage students to take on a more active role and
become problem solvers, and take ownership of their knowledge rather than just memorizers of
knowledge (Rivens Mompean, 2010; Kai, 2009; Polisca, 2006; Alavi and Dufner, 2005 ; Carey,
1999; Ocker and Yaverbaum, 1999; Jonassen, 1994). It is a given that such virtual learning
environments provide many potential advantages for participants, as the interaction and
collaboration of online learners, prompted occasionally by the instructor, can have a positive
impact on learning. Alavi (1994) and Alavi and Dufner (2005) go so far as to claim that these
interactive and collaborative opportunities in virtual learning spaces have positive effects on
learner satisfaction and retention. Time- and place- independent learning environments allow
students to write and receive messages and access course materials on their own time schedules
(Warschauer, 1997). Furthermore, Warschauer claims that this environment extends the

potential of online collaboration in two ways:
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o allows for more in-depth analysis and critical reflection.
e allows students to initiate communication with each other or with the teacher outside
the classroom.

(ibid, p.474)

For example, students can collaboratively work in pairs, small groups, or with the
whole class through the entire week. The asynchronous components, such as a discussion
forum or e-mail, allow for the possibility of more complex tasks. For example, a web board
allows the same messages to be posted in a central place to be accessed and read by many
people. Warschauer (1997) suggests five distinguishing features of these asynchronous

components:

o text-based and computer-mediated interaction,
e many-to-many communication,

e time-and place-independence,

e |ong-distance exchanges,

e hypermedia links.

He emphasizes that CMC facilitates the accomplishment of learners’ learning goals in
terms of exchanging information faster, more easily, less expensively, more naturally and more
frequently, and creates “the opportunity for a group of people to construct knowledge together,
thus linking reflection and interaction (p.473).”The study by Warschauer and Turbee et al.
(1996) examined the social dynamics of CMC and found that CMC results in more equal
participation by students, than face-to-face discussion by those students who are often shy or
are apprehensive about writing. They explain that the use of CMC, being asynchronous, gives
such students time to reflect, and submit writing samples not pressured by the need to make an
immediate response. Sproull and Kiesler (1991), using a meta-analysis of published research,
found that electronic discussion groups of people of different status results in the chances and
opportunities for equitable interactions approximately twice as often as does face-to-face

discussion groups. Huff and King (1988) discovered that proposals by high status people
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(graduate students compared to undergraduates) were invariably favoured during in-person
discussion groups, whereas proposals by lower status and higher status people were selected
equally as often in electronic discussion. Warschauer (1997:473), quoting from other research
done in this area, summarizes the advantages of electronic discussion, suggesting that “CMC :
a) reduces social context clues related to race, gender, handicap, accent, and status (Sproull and
Kiesler, 1991); b) reduces nonverbal cues, such as frowning and hesitating, which can
intimidate people, especially those with less power and authority (Finholt et al., 1986); and c)

allows individuals to contribute at their own time and pace (Sproull and Kiesler, 1991).”

2.3.2.1 Asynchronous Computer Mediated Communication (ACMC)

There has been much research, and a great deal of literature generated about the successful
implementation of ACMC in virtual learning environments. For example, e-mail exchanges or
discussion boards often include lively information exchanges (Hewings and Coffin, 2007;
Kawai, 2006; Pawan et al., 2003; Ushioda, 2000), which display in-depth processing
(McKenzie and Murphy, 2000). Hara et al.(2000) found that students posted more messages
than the instructors in asynchronous discussions, and the student messages were of greater

length and depth than those communications found in traditional learning environments.

Researchers in this area have differing focuses. For instance, Poole (2000) is looking at
the contribution of more advanced learners. In these virtual learning environments, the
instructor, or more-advanced students, he notes, dominate the discussion. Fleming and Hiple
(2004), looking at the same aspect of VLES, support the view that more advanced learners,
having a foundation of reading and writing skills, can make more appropriate use of
asynchronous tools as a means for two-way communication. Mitchell (2003), looking at the
learning exchange in a broader sense, claims that reading others’ comments, ideas and

experiences in an online discussion exposes students to multiple perspectives and helps to
27



broaden students’ knowledge and deepen their understanding. Other researchers note that such
online interaction allows for the opportunity to build on each other’s ideas (Godwin-Jones,
2003; Pawan et al., 2003), the co-construction of knowledge (Sengupta, 2001), and gives
learners time to reflect before contributing (Ware and Warschauer, 2006; Lamy and

Goodfellow, 1999; Aiken, 1993).

While there have been many studies reporting on the positive social benefits of ACMC,
it is also useful to look closely at how those studies, which disagree with such positive findings.
The critical evaluation of Curtis and Lawson (2001), for instance, claims that participants
engaged in discussions via discussion boards, rarely elaborate on their own contributions or
challenge an opinion. Pawan et al. (2003) add that ACMC discussions, sometimes tend to

consist of independent messages, making learners’ communications “one-way” interactions.

However, on closer examination of how such research was conducted, one finds that
such negative results may be due to differences in how exactly ACMC mechanisms were
implemented. Questions must be asked, just as they are asked in positive studies, about how the
mechanisms of ACMC were integrated into the course, about the methods of assessment, the
task types, about teacher involvement in the discussions, and about the group composition and
dynamics, and the time allotted for the discussion (Arnold and Ducate, 2006). As Salaberry
(2000) points out, an apparent drawback of technology can sometimes be used as a pedagogical
advantage. ACMC, for instance, does not provide participants with immediate feedback from
their peers and/or teacher. Despite that drawback, researchers agree that asynchronous
technologies add to students’ language learning in new and significant ways (Dippold, 2009;
Kamhi-Stein, 2000; Ocker and Yaverbaum, 1999; Jonassen, 1994). Given the time lag between

posting and getting feedback, students have time to reflect, and some may even log back on
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and seek commentary. Thus, asynchronous technology can, at times, encourage collaborative

learning.

Other researchers, echoing Salaberry’s idea of pedagogical advantage, point to
asynchronous electronic exchanges fostering the building of learning communities, where
participants offer each other support and praise (Sengupta, 2001; McKenzie and Murphy,

2000).

2.3.2.2 The Role of Web Boards

Online learning practitioners rely mostly on web boards, also referred to as discussion forums.
Web boards (or discussion forums) encourage and facilitate the exchange of resources and
thoughts (Williams and Jacobs, 2004; Godwin-Jones, 2003), motivate learners to interact
meaningfully (Rivens Mompean, 2010), and enable students’ work to be evaluated and
assessed by peers (Ward, 2004). Moreover, web boards foster critical thinking, because
learners need to reflect on the possible reactions of others to their postings (Ducate and
Lomicka, 2008; Williams and Jacobs, 2004; Oravec, 2003; Aiken, 1993). Recent research also
mentions the use of blogs as tools for collaboration and self-reflection on the course content
(Baggetun and Wasson, 2006; Williams and Jacobs, 2004), peer feedback (Cooper and

Boddington, 2005) and as a resource bank (Martindale and Wiley, 2005).

The findings by Lamy and Goodfellow (1999) suggest that asynchronous web board
messages in a foreign language class promoted three degrees of interactivity, described as (a)
monologic (i.e., “containing no invitation to interaction (p.48),.” (b) conversational (i.e., social
in nature), and (c) reflective (i.e., allowing participants to negotiate meaning through personal
exchanges, focus on formal features of language and strategies, and produce modified output

within a structured setting).
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2.3.2.3 Feedback

Feedback not only plays a pivotal role as an additional teaching and support mechanism, but
also a socio-constructivism role allowing for features such as participation, interaction and
collaboration in language learning and teaching contexts. In a virtual learning environment,
feedback to language learners has been examined from a number of different perspectives
including that of motivation (Hyland and Hyland, 2006; Hyland, 2001; Garrison, 1985). Even
the marking of assignments, some researchers found, could further collaborative learning.
Jarvis (1978) summarized three levels at which marking of assignments could function: (1)
marking as a means of assessment; (2) marking as a means of communicating knowledge; and
(3) marking as a way of facilitating learning. Jarvis pointed out the importance of the third
level which could be stimulated by a ‘dialogue’. Establishing a rapport through creating an
ongoing sense of dialogues between teachers and students is essential for effective feedback in
distance learning context (Cole et al., 1986). They emphasized that feedback should be a part

of ‘good teaching’ rather than simply a matter of ‘marking’ students’ work.

Computer conferencing allows student to exchange comments with each other and with
a teacher, and more actively to interact and collaborate in order to complete their task or to
share their emotional issues. Software has also been developed which can provide students
with automated feedback, providing, for example, a holistic score for an essay based on
assessment of grammar, usage, organization and development (Burston, 2003). Electronic
corpora are also influencing feedback, by using concordancing software which provides
students with access to collections of authentic language data. Sophisticated concordancing
software, Mark my words, designed by Milton (2006), enables teachers to insert comments in

any language and to link the comments to the online resources with corpus data.
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Warschauer and Ware (2006: 110) summarize the advantages of feedback through

virtual learning technologies as follows:

Technology-enhanced environments provide resources for promoting student peer response online
in a range of useful ways. Student papers can be made more widely available, and such
collaborative effort can foster a sense of community in the classroom (Kamhi-Stein, 2000; Plass
and Chun, 1996). Electronic discourse provides an audience of peers beyond the instructor, which
helps heighten awareness of audience and of communicative purpose (Ware, 2004). Online
discussions also provide spaces for students to practice their literacy skills in a nonthreatening
environment (Colomb and Simutis, 1996). Learners have been found to participate more actively
and with greater motivation when provided the opportunity to share their writing through online
discussions (Greenfield, 2003; Warschauer, 1996b; Warschauer, 1996a; Sullivan and Pratt, 1996).

Catera and Emigh (2005) found that the amount and quality of the feedback learners
received from other students influenced their motivation to post comments. According to Nicol
and MacFarlane-Dick (2006), peer feedback is practical both for students who receive it and
students who provide it, as it helps students to develop critical thinking and the ability to

evaluate work objectively as well as to reflect their own work.

Rolliston (2005:25) claims that one feature of peer feedback in a L2 writing class is that
students learn to write for an audience and that writers are encouraged “to formulate writing in
line with the characteristics and demands of the reader.” They noted also that peer feedback
can encourage a collaborative dialogue, and it operates at a level that is less formal and
potentially more accessible than instructor feedback. Liu and Carless (2006) emphasize the
interactive and collaborative aspects of peer feedback. For example, they describe peer
feedback as “a communication process through which learners enter into dialogues related to

performance and standards (p.280).”

While looking at the positive and negative outcomes relating to feedback in virtual
learning environments, researchers have also commented on the importance of the perceived

value of the teacher’s feedback (Hyland and Hyland, 2006; Hyland, 2003; Hyland, 2001,
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Cohen and Cavalcanti, 1990). In multi-cultural, online learning communities, learner
participants often give the teacher’s feedback much more credence than they give to even their
more advanced peers. Currently instructor feedback remains the prevalent way of providing
feedback on student progress in the second language classroom. Yildiz and Bichelmeyer
(2003) found that L2 students from Taiwan and Turkey believed that “the teacher is the only
source of knowledge” and instructors’ opinions are more important than classmates’ opinions.
They reasoned, Yildiz and Bichelmeyer said, that their classmates could be wrong, whereas
their instructor could not. Hyland and Hyland (2006), reviewing relevant literature on surveys
of students’ preferences regarding types of feedback on foreign language tasks, point out that
foreign language learners generally value teacher feedback more highly than peer feedback.
Furthermore, students perceive their expertise to be insufficient to provide peer feedback,

which they see as the teacher’s role (Hanrahan and Isaacs, 2001).

Not all researchers find the feedback that takes place in a VLE, is positive. In a wider
experiment, the VLE Blackboard was used for a peer feedback exercise in a virtual seminar
with students from five different countries (Prins et al., 2005). In this expanded electronic
community, Prins et al. (2005) found that the quality of peer feedback was low and consisted
of mostly negative rather than positive statements. They also found, because, in these online
environments the teacher is being pushed into a marginal role due to lack of face-to-face
interaction, how vitally important the quality of teachers’ moderation skills is. Hewings and
Coffin (2007) support this claim. Teachers took different roles during electronic written
exchanges via an asynchronous electronic conference in three control groups. The findings
indicate that when the teacher took a back seat after initiating the topic, little follow-up
interaction occurred after initial responses and feedback. However, when the teacher asked

probing questions, students continued and elaborated on their discussions.
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As an addendum to this discussion on feedback in VLEs, the literature indicates that
there is much research yet to be done. An important issue, for instance, in this feedback
discussion in second language learning, is where to focus such research when looking at VLE
feedback. Eskey (1983) and Fathman and Whalley (1990), for instance, suggest that feedback
on both form and content is important. And Cohen and Cavlcanti (1990), Zamel (1985) and
Truscott (1996) cautioned about the tendency to focus feedback only on form, at the expense of

content.

Hyland and Hyland (2006:96) investigated the various roles that feedback, including

computer-mediated feedback, can play:

... feedback studies have moved away from a narrow obsession with the effectiveness of error
correction and the practice of peer feedback to embrace a new range of issues, so that we are now
more aware of the potential of oral conferencing and computer- mediated feedback, of the
importance of exploring student preferences and responses to feedback, and the role of wider social,
institutional and interactional factors on feedback and its uptake.

Hyland and Hyland (2006) are suggesting that research must move beyond simply
assessing students' responses to assignments, and find ways to observe and examine the social
and affective exchange in peer feedback in terms of the role such feedback plays in language

learning.

2.3.3 Learning Community

Johnson and Johnson (1999, cited in Hrastinski, 2008:80), defined the learning community as
“a limited number of people who share common goals and a common culture.” Learners,
working together, learn from each other. In online learning communities, networked
technologies contribute to interactive and collaborative learning (Gunawardena et al., 2009;
Urban and Ove, 2005; Brown, 2001). Rovai (2000) points out communities make demands on

its members, and members feel an obligation to respond. These feelings of obligation reinforce
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the bonds among community members by letting members know their contributions are

expected and valued by the community.

In the traditional classroom, where students attended classes in an enclosed, physical
space, there was the teacher at the front of the classroom and the students sitting isolated,
separated, in front of the lecturer. Each individual took in information and processed it
internally, without collaborating with their classroom peers. As new developmental concepts
and ideas of collaborative learning entered educational theory, the idea that the educational
experience could be enhanced by collaboration took hold. The idea that education, that learning,
was a one-on-one relationship between the instructor and the individual student shifted toward
a concept that learning was a shared, a community, experience. The learning experience
became a complex interchange of information and learning-information exchange between all
the possible intra-, and inter-relationships of all the participants. By the time that technology
allowed for the possibilities of distance learning, where teachers and students could be
connected without regard to space or time, the concept of a learning community was already an
inherent given of the learning environment. The work of Lave and Wenger (1991), further
developed by Wenger (1999), expanded and transferred these findings to the new age of

distance, e-learning, environments.

When community is viewed as what people do together, rather than where or through
what means they do such things, community becomes separated from geography, physical
neighbourhoods, and campuses (Wellman and Gulia, 1999; Wellman, 1979). One facet of this
interest concerns the building and nurturing of a sense of community among learners who are
physically separated from each other (Rovai, 2000). Researchers generally agree that positive
outcomes are related to sense of community among learners in an e-learning environment.

Strong feelings of community increase the flow of information, the building of support,
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commitment to group goals, cooperation among members, and satisfaction with group efforts
(Dede, 1996). Poole (2000) found that the web-based delivery medium enhanced the
development of the class as a learning community. Though learners could not read facial
expressions or gestures in a discussion, their written responses were such that peers could

interpret meaning and emotion.

However, Rovai (2000) points out that an educator who perceives the value of social
bonds in the learning process must reconceptualise how sense of community can be stimulated
in virtual learning environments, where many of the verbal and nonverbal cues needed to
support strong interpersonal ties are missing. He also adds that learners in these courses,
though physically separated, still have the advantage of interacting with each other through the
use of text-based discussion boards and e-mail, without seeing or hearing each other and

without the requirement to be online at the same time.

Fleming et al. (2002) stress that interactive and collaborative involvement lessens the
psychological effects of distance for learners at remote learning sites. Haythornthwaite et al.
(2000) emphasize the importance of social interaction and community development in reducing
feelings of isolation and increasing satisfaction with online educational experiences. He also
adds that it is not necessary for an instructor in a virtual learning environment to reply to all
learner postings. He emphasizes, however, the importance of learners feeling that others are
reading their written comments. This sense of involvement and engagement can be critical to

creating a sense of community among learner.

2.4 Content-Based Instruction (CBI)
Content-based instruction is not a new topic of exploration in language education. Many

researchers have suggested that content-based instruction (CBI) fosters academic growth while
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also developing language proficiency (Stoller, 2004; Short, 1999; Snow, 1998; Crandall, 1992).
This section will start by defining CBI, look briefly at the foundations of content-based

instruction (CBI), and the various ways it has been introduced in language learning education.

2.4.1 Definition of Content-Based Instruction

There are several definitions of Content-Based Instruction (CBI). Krahnke’s (1987:65)
definition describes it as “the teaching of content or information in the language being learned
with little or no direct or explicit effort to teaching the language itself separately from the
content being taught.” Curtain and Haas (1995) define it as “a way of providing a meaningful
context for language instruction while at the same time providing a vehicle for reinforcing
academic skills.” More recently, Brinton et al. (2004:2) define CBI as “the integration of
particular content with language-teaching aims.” In a more empirical way, CBI emerged out of
immersion experience as “a major impetus for Communicative Language Teaching (CLT) in
the instructed language teaching sector (de Bot et al., 2005:79).” Jarvinen (2006) also discussed
the “meaning-based” nature of CBI in which “Language is a tool of learning relevant academic
content; and as such its use in the classroom is real and thus potentially more challenging,

motivating and more pushing (Swain, 1993, cited in Housen, Pierrard et al.,2006:439).”

Three different definitions of CBI are given by Bycina (1986), Brinton et al. (1989),
and Wesche (1993). The following five, common objectives, taken from Brinton and Holten

(2001), provide a framework within which these varying definitions are compatible.

1. The goal of CBI is to provide a meaningful context for language teaching to occur.

The organization of a CBI course centers on content.

3. Content drives a curriculum, that is, it is the starting point for decisions about what is
taught.

4. Language and content are taught concurrently.

5. Comprehensible input, provided through the content materials leads to language
acquisition.

no

(Brinton and Holten, 2001:240, cited in Snow, 2005: 693)
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Thus, CBI is supposed to enable the learners “to develop and refine these necessary
literacy skills. Through planned, purposeful, and academically based activities that target
linguistic and critical thinking skills and engage students in meaningful and authentic language

processing (Kasper et al., 1999:3).”

2.4.2 Foundation of Content-Based Instruction
Brinton et al. (2004) suggested the fundamental foundation of content-based instruction may
be traced back to as early as 389 A.D., when St. Augustine emphasized the need for a focus on

meaningful content in language learning as cited in Kelly (1996)’s quotation:

Once things are known, knowledge of words follow... we cannot hope to learn words we do not
know unless we have grasped their meaning. This is not achieved by listening to the words, but
by getting to know the things signified.

(St. Augustine 60:XI, as cited in Kelly, 1996:36)

In second language acquisition (SLA) research, the development of content-based
instruction was hinted at in Krashen’s (1985) work on the comprehensible input hypothesis. He
argued that the best way to acquire language is by being incidentally and extensively exposed
to comprehensible input. The studies by Snow (1993) and Wesche (2002) supported the
importance of comprehensible input for L2 development and L2 content learning.

Garrett (1991), Lightbown and Spada (1994), and Tarone and Swain (1995) claim that
form (language) and meaning (content) may not be separable in language learning. Language
communication combines formal accuracy and relevant content. As VVygotskian approaches
reflect, it is necessary to negotiate meaning as well as form while interaction or collaboration
takes place between student-student or student-teacher. Grabe and Stoller (1997) state CBI

gives students many opportunities to negotiate the knowledge that they are acquring and to

build up their knowledge. They add that students develop learning strategies from teachers and
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peers rather than from teaching strategies. The studies of Brown et al. (1996) and Pressley and
Woloshyn (1995) support the view that learning strategies, in particular, metacognitive
strategies, develop effectively in integrated content and language instruction. Thus, the purpose
of CBl is realized through a socio-constructivist approach, in particular, through interaction

and collaboration.

2.4.3 Content-Based Instruction and Learning

Many studies have promoted the benefit and effectiveness of integrating content knowledge
into language teaching (Mohan, 1986; Allen and Howard, 1981; Cummins, 1979). According
to Stoller (2002:123), content-based instruction is intended to facilitate the integration of
language and content, viewing “language as a medium for learning content” and content “as a
resource for learning improving language.” Mohan (1986:18) asserted the importance of

integrating language and content learning:

Regarding language as a medium of learning naturally leads to a cross-curriculum
perspective. We have seen that reading specialists contrast learning to read with reading to
learn. Writing specialists contrast learning to write with writing to learn. Similarly,
language education specialists should distinguish between language learning and using
language to learn. Helping students use language to learn requires us to look beyond the
language domain to all subject areas and to look beyond language learning to education in
general. Outside the isolated language classroom students learn language and content at the
same time. Therefore we need a broad perspective which integrates language and content
learning.

Brinton et al. (2004:2) emphasize the practical aspects of content-based instruction:

In a content-based approach, the activities of the language class are specific to the
subject matter being taught, and are geared to stimulate students to think and learn
through the use of the target language. Such an approach lends itself quite naturally to
the integrated teaching of the four traditional language skills. For example, it employs
authentic reading materials which require students not only to understand information
but to interpret and evaluate it as well. It provides a forum in which students can
respond orally to reading and lecture materials. It recognizes that academic writing
follows from listening, and reading, and thus requires students to synthesize facts and
ideas from multiple sources as preparation for writing. In this approach, students are
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exposed to study skills and learn a variety of language skills which prepare them for the
range of academic tasks they will encounter.

Content-based instruction approaches are now integral components in online learning
environments and technology allows the use of web resources to develop content-based
materials. There is little doubt about the important role that content-based instruction can play
in language learning, however, despite the increased interest in it, content-based instruction
presents some challenges including the vacillating emphasis placed sometimes on content,
sometimes on form. Stoller (2002:112) points out that “many language programs endorse
[content-based instruction] but only use course content as a vehicle for helping students master
language skills.” Conversely, Pessoa et al. (2007) mention that focusing on academic content
without providing explicit language instruction might hinder students’ abilities to fully develop
the modes of communication. The study by Langman (2003) confirmed the Pessoa et al. (2007)
findings when working with beginning-level language learners. His study, with middle-school,
second language learners at the beginner level, and an ESL-trained science teacher, showed
students developed their academic English less effectively even though the content was
conveyed effectively. In this study, Langman concludes that the students had less opportunity
to learn incidental language. Incidental language comes from the content of the lesson, or
assignment and, as found in this study by Langman, adds to students effectively learning
academic English. In this study, however, despite the instructor, an English native speaker in
this case, trained both in the content (science), and as an ESL instructor, the participating
students developed their academic English less effectively. The conclusion, then, Langman
suggested, was that these particular students, because they were beginning learners, were
unable to pick up on the incidental language cues. In addition, Bragger and Rice (1999:373)
claim that the foreign language curriculum moves from familiar to less familiar content to

minimize “the ‘sudden jumps’ in difficulty.” Similarly the effectiveness of CBI is related to the
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appropriateness of content. EFL students would experience frustration if the content was
unfamiliar and too challenging. Content related to students’ prior knowledge and experience
will allow students more learning opportunities and is likely to result in greater intrinsic

motivation (Bereiter and Scardamalia, 1993).

There have been many studies of different forms of content-based instruction. Brinton
et al. (2004) demonstrates three different models of content-based instruction at the university
level; theme-based instruction, sheltered content instruction, and adjunct language instruction.
Theme or topic-based language courses are designed to help students develop L2 competence
within specific topic areas. Sheltered instruction consists of a content-based course, e.g., a law
class, being taught by a teacher versed in content-based language instruction; the teacher,
facilitates language learning using the content-based law text; thus, teaching language learning
and helping students to interpret and understand the content-based (law) materials. The third
type of content-based instruction - adjunct instruction - comprises two linked courses - a
language course and a content course - both courses being facilitated by individual instructors

(one language, and one content).

Met (1998) demonstrates a content-based instruction continuum; from ‘content-driven’
to ‘language-driven’. Content-driven approaches have strong commitment to content-learning
objectives, for example, immersion, partial immersion, or sheltered subject-area courses. On
the other hand, language driven approaches emphasize language learning, using content mainly
as a springboard for language practice, for example, theme-based courses. Wesche and Skehan
(2002) also describe a continuum from ‘strong’ forms of CBI to ‘weak’ forms of CBI which

are parallel to Met’s (from ‘content-driven’ to ‘language-driven’).
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Stoller (2002) has proposed ways of modifying theme-based courses so that students
are better prepared for the demands of future subject-area courses. Short (2002) presented the
Language-Content-Task (LCT) model: Knowledge of the target language (L), knowledge of
the content area (C), and knowledge how tasks (T) are to be accomplished in academic settings.
This model was applied to a sheltered social studies class at the middle-school level. Short
concludes that this model provides “the glue for students to pull together their knowledge of

language, content, and task so that they can participate actively in the academic classroom

(p.20).”

Overall, the different types of content-based approaches in a continuum may provide

flexibility to allow for differing student proficiency levels and course objectives.

2.5 Motivation and Attitude

Second/foreign language motivation is a complex and multi-faceted concept (Gardner, 2001,
Dornyei, 1998). Although motivation is constantly referred to as a pivotal factor in foreign
language learning research, there is disagreement in the literature as to how motivation is
encouraged or what the effects are in the language learning context. Even those researchers to
whom we turn for clarification (Dornyei, 1998), within their own work, posit evolving
explanations over time. Ushioda (2005) attempted to summarize these evolving findings into
two main approaches by using Gardner’s socioeducational model (see section 2.5.1), and by
implementing of a new “agenda” (Crookes and Schmidt, 1991) movement (see section 2.5.2).
Gardner’s work investigates “causal relationships among possible individual-difference
variables with various L2 achievement measures”; while Crookes and Schmidt focus on
identifying “possible variables which could influence learners’ motivations within the

immediate L2 learning context (Ushioda, 2005:50).”
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The following section reviews and explores these two seminal approaches, and looks at
some of the other research dealing with the how and the what of motivation in second/foreign

language learning.

2.5.1 Gardner’s Socioeducational Model

In Gardner’s earlier studies, Gardner and Lambert (1972; 1959) examined the nature of
motivation in second/ foreign language study by looking at two components: integrative
motivation and instrumental motivation. Integrative motivation, according to Gardner and
Lambert, is the desire to identify and belong to the community represented by the target
language. Instrumental motivation refers to specific outcomes resulting from learning the target
language, e.g., furthering career objectives. In practice, it is not always immediately evident
what the relationship is between the two kinds of motivation, nor which comes first, integrative
or instrumental. Oxford and Shearin (1994), for instance, point out that initial participation
might lead to interest - integrative - (e.g. watching English movies), which in turn may lead to
further involvement - instrumental - (e.g. registration in an English language class) and to
changes in the motivational reasons for L2 learning (e.g. from understanding English movies,
leading to wanting to, maybe, be a translator). Though it is not always evident which comes
first, integrative (wanting to be a part of the community - target language - in this case,
English), or instrumental (practical considerations such as career objectives - to get a better job,
e.g., being a translator), it is clear that these two motivational impetuses are important

components of L2 learning.

Working with Maclintyre, Gardner refined his socioeducational model of SLA. The
refinement included antecedent factors, individual-difference variables, language acquisition
context and outcomes (see Figure 2.2). The resulting model that Gardner fashioned, working

with Maclintyre, illustrates the importance of what takes place in the learning context.
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Figure 2.2Representation of Socioeducational Model of SLA (Gardner and Maclntyre, 1993:8)
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However, further research made it clear that there were additional factors. These
additional factors did not diminish Gardner’s earlier findings, but simply supported them. With
further research, Gardner found that, “teachers, instructional aids, curricula, and the like,
clearly have an effect on what is learned and how students react to the experience” (Gardner
and Maclintyre, 1993:9). Ushioda (2005:52) clarified the role of motivation in the Gardner’s

model:

o First, it mediates any relation between language attitudes and language
achievement.

e Second, it has a causal relationship with language anxiety.

e Third, it has a direct role in the informal learning context, showing the voluntary
nature of the motivated learners’ participation in informal L2 learning contexts.
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2.5.2 New Research Agenda Movement

In the 1990s, Gardner’s socioeducational model with new research (Vallerand, 1997)
shifted the paradigm to consider environmental factors. Vallerand (1997) influenced the
paradigm by adding his concept of intrinsic and extrinsic motivation. Intrinsic
motivation, Vallerand suggested, referred to the urge to engage in the learning activity
for its own sake; and extrinsic motivation was motivation derived from external

incentives.

According to Vallerand, intrinsic motivation addresses experience coming from
pleasure and satisfaction; whereas, extrinsic motivation involves the attempt to avoid
punishment or threats. Intrinsic interest value is the enjoyment or pleasure that task
engagement brings about; whereas, extrinsic utility value refers to the usefulness of the

task in reaching future goals.

Oxford and Shearin (1994:20) emphasise that sometimes “intrinsic rewards-
those that come from within the student or from the language task itself- are more

powerful than teacher-provided rewards.”

The work of Deci and Ryan (1985, 2000) also focuses on these intrinsic and
extrinsic motives. They claim that extrinsic motivation is arguably equally as important
and powerful as intrinsic motivation. Others have continued to explore the importance of
extrinsic versus intrinsic motivational influences in L2. Dornyei (1998), for instance,
points out that extrinsic motivation is no longer regarded as an opposite counterpart of
intrinsic motivation. He explains that they are not either-or choices, and often overlap

one another.
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And Crookes and Schmidt (1991) point out that Gardner’s socioeducational

model, though crucial to the understanding of L2 instructional context, has limitations:

1. Despite the large sample of subjects with whom Gardner and his associates usually

worked, their research was always based on data collected at one point in time;

2. Their research is limited by local focus on French Canadians learning French

Motivational research is as yet ongoing. For instance, Crookes and Schmidt (1991)
further suggest that motivation changes as a result not only of integrativeness (Gardner, 2000;
Gardner, 1985) influences, but also of a number of environment factors. Oxford and Shearin
(1994) insist on the importance of identifying motivational factors within the learning situation

in order to find ways to motivate learners.

Dornyei (1994)’s work also influences this discussion. In addition to the
intrinsic/extrinsic and environmental (immediate learning situation) influences, Dornyei
contributes the suggestion that three components in L2 motivation need to be examined: the
language level, the learner level, and the learning situation level (see Table 2.1). Ushioda
(2005) points out that Dérnyei's model helps to identify motivational strategies, by classifying

strategy depending on learning level, motivational strategies.

Table 2.1 Components of foreign language learning motivation (Ddrnyei, 1994:280)

Language Level Integrative Motivational Subsystem
Instrumental Motivational Subsystem
Learner Level Need for Achievement

Self-Confidence
e Language Use Anxiety
e Perceived L2 Competence
e Causal Attributions
o Self-Efficacy
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Learning Situation Level

Course-Specific Interest
Motivational Components Relevance
Expectancy

Satisfaction

Teacher-Specific Affiliative Drive

Motivational Components Authority Type

Direct Socialisation of Motivation
¢ Modelling
e Task Presentation
o Feedback

Group-Specific
Motivational Components

Goal-orientedness

Norm & Reward System
Group Cohesion
Classroom Goal Structure

2.5.3 Motivation in the New Learning Environment

With the advent of the Internet, new learning environments including computer mediated
communication (CMC), appeared on the scene. Within this new electronic, virtual environment,
new ways of motivating learners became possible. From surveys he conducted, and from
learners' self-reports, Warschauer (1996b) found that computer-assisted instruction increases
students’ motivation to communicate, feel empowered, and feel an increased desire to learn.
These electronic, virtual classrooms are able to enhance learner’s motivation to learn a second

language when CALL technology is implemented effectively in the classroom.

Torii-Williams (2004), for example, working with American college students learning
Japanese, investigated how the use of e-mail in the target language (Japanese) motivates and
enhances learning. The study found that e-mail exchanges in the target language made the
students feel engaged, and feel like they were using the target language for authentic purposes.
Some students in the Torii-Williams study felt so engaged that they wrote more than the

assignments required. In a similar study, where students were encouraged to use blog posts in
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their writing assignments, Arslan and sahin-Kizil (2010), Leverett (2006) and Ward (2004)
found that such exchanges between students gave them a sense of community. Felix (2001)
reported similar results. His learners reported positive attitudes to the work, and several
peripheral benefits, such as time flexibility, learning reinforcement, a sense of privacy, and
sudden access to a wealth of information. Felix (2001)’s findings also comment on the
negatives of the online environment (e.g. the lack of speaking practice, the absence of direct
access to the teacher, lack of face-to-face interaction with peers, and inadequate feedback),

although these sorts of shortcomings can also be found in a live classroom environment.

Stacey (1999) worked with students in a Master of Business Administration (MBA)
program. The students used computer-mediated communication (CMC) to facilitate small- and
large-group conversations to examine a theoretical framework for collaborative learning in an
online environment. This study found that socioaffective support (i.e., posting supportive
comments and sharing personal anecdotes and information) in the online environment was an
essential element to the success of social constructive (online) learning. The results of Stacey’s
work further showed the strong connection between the construct of social relationships which
were established online to the development of the trust and emotional support which the
participants felt. This trust and support further strengthened the learners’ motivation and desire
to think and learn in more original and deeper ways. The participants in Stacey’s study also
showed marked improvement in their confidence as they shared discussions about their
progress. Success strengthened success, and continued collaboration motivated students to
study more effectively and to seek to continued collaboration throughout the duration of course.
And finally, the MBA students in Stacey’s research, because of the effects of CMC may have

tempered their affective filters (anxiety or fear causing barriers/blocks to language learning),
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allowing them to work together in ways that are less restrictive than is normally possible in a

traditional face-to-face environment.

Dornyei (2000) suggests a framework of motivation should include a time dimension.
Motivation occurs over a period of time. What happens to motivate learners over a period of
time, Dornyei refers to as a 'process-oriented approach (p.521)". It focuses on how the specific
learner's behaviour changes and adapts as the class, over a period of time, progresses. Kimura
(2003:78) supports Dornyei’s argument:*...classroom L2 learning motivation is not a static
construct as often measured in a quantitative manner, but a compound and relative
phenomenon situated in various resources and tools in a dynamic classroom context.” In adult
language courses it is not at all uncommon to find people who soon drop out because they
realise that they cannot cope with the day-to-day demands of attending the classes and

completing the home assignments.

Considerable research argues that students who are more motivated, who develop an
interest in curricular learning goals and activities, and who perceive themselves as successful
and capable students, learn more (Alexander et al., 1994; Tobias, 1994; Turner, 1993; Krapp et
al., 1992). In addition, students with high interest and motivation make greater elaborations
with learning material, going into greater detail and giving more examples, make more
connections among topical information, and can recall information better (Alexander et al.,

1994; Krapp et al., 1992)

2.6 Summary
This chapter dealt with the literature on existing research on collaborative learning in socio-
constructivist perspectives. It included reports dealing with virtual learning environments

(VLEs), computer-mediated communication (CMC) and the literature examining feedback in
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these environments. Two other theoretical perspectives - factors affecting learners’ motivation
and attitude within a VLE; and the nature, effects and use of content-based instruction (CBI) -
guide the development of the current study which focuses on the development of collaborative

learning in a VLE with EFL at the university level.

Socio-constructivist perspectives are the fundamental basis of this current study. The
core of such research emphasizes that social interactions and collaboration are requisite to
learning. Learners reach the zone of proximal development (ZPD, see section 2.2.2) by
scaffolding through social interactions and collaboration. Learning within VLESs in this study
was viewed as a social practice. This study does not focus on the effects of collaboration on
language acquisition. Building on the literature that emphasized the importance of social
interaction - it focused, rather - on the appropriate use of technology to encourage and enhance
that social, collaborative interaction in the belief not only that such collaboration would be

conducive to learning, but that it would encourage learners to persist with the course.

Content-based instruction, consisting of theme-based, and sheltered content, and
adjunct-language instruction (see section 2.4.3) is crucial to this study. Specifically, this study
focuses on theme-based instruction, as it, as previous research showed, was the most useful
approach for learners who generally did not share the same academic backgrounds (Brinton et
al., 2004). It is essential to negotiate meaning (content) as well as form (language) by
interaction and collaboration (with peers, or between students and instructor), to construct or
re-construct new knowledge based on the students' individual background. Thus, this study,
attempted to look at whether, and how, language learners focused on content, or language

when working together in a VLE.
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Motivation in language learning is not static. The time-dimension factor should be
considered (Dornyei, 2001; 2000). In a new learning environment, such as a VLE, various

resources, tools and other factors (e.g., peers, activities, etc.) affect, as a course progresses.

This study examined what factors influenced learners’ motivation and attitude and how

they changed over time.
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1. METHODOLOGY

This chapter explains what methods were used to investigate the research questions, how the
methods were chosen, and how the data was analysed. Section 3.2 will present the research
questions and Section 3.3 will discuss how research based on the grounded theory approach
was applied, namely how the researcher used action research to apply a grounded theory
approach. The next major discussion in this chapter is a review of the methodologies which
were used for gathering data. The chapter concludes by examining the practical considerations
in conducting and analysing data in order to ensure reliability and validity, and the manner in

which ethical issues were dealt with.

3.1 Methodological Introduction

This study did not attempt to focus on any particular language learning theory. Taking such a
broad, epistemological perspective (the ways to acquire knowledge (Bryman, 2008)) allowed
both subjective and objective analyses. One such approach, based on grounded theory (see
section 3.3.1), made it possible to analyse students’ journals qualitatively, to elicit themes and
identify collaborative behaviour, the kinds of collaboration that took place over a period of
time, and the changes in the kinds of collaboration that emerged as participants became more
comfortable with the process of language-learning in a virtual learning environment (VLE).
Bryman (2008) refers to ontological assumptions which concern the nature of the world and
human beings in social contexts. This study allows the researcher to create and use a VLE as a
stage upon which ‘the nature of the world and human beings in social contexts’ (i.e.,
collaboration) can be scientifically observed. This study, using a constructivist approach based

on action research (see section 3.3.2), focused on process (how collaboration facilitates and

ol



enhances language learning), not on outcome (evaluating any individual student’s language-

learning outcome).

Both qualitative and quantitative approaches were used (see Table 3.1). The main
benefit of using both of these approaches is that they allowed the same data to be analysed in
different ways, and in greater depth, thereby providing a richer picture and increasing
confidence in the research findings (Denscombe, 2010). The information resulting from the
statistical analysis of the quantitative data can, for example, be enhanced by interviews or
narrative accounts (Robson, 2002). Because foreign language classrooms are extremely
complex environments, researching and reporting on such complexity requires multiple ways
of collecting data to give a fuller picture of how the course has been implemented in specific
contexts, taking into account such parameters as the language learners themselves, and, in the
case of this study, content-based instruction and a virtual learning environment. The multiple
methods used to collect and analyse data in this study included document analysis of (1) self-
reflection journals by learners; (2) learners’ written documents posted as assignments in the
web bulletin board, e-mail messages, and enquiries (question-and-answer web board postings);
(3) post-questionnaires (surveys); as well as (4) classroom observation using a Learning

Management System (LMS).

3.2 Research Questions

The aim of this research study is to observe whether and how individual students collaborate in
an online e-learning course, what forms their collaboration takes, how the pattern of
collaboration changes as the course progresses, and what implications this has for course

design and management.

The main research question is:
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What opportunities does an e-learning environment provide for collaborative learning
and what effect does this have on the learners as the course progresses?

This main question gives rise to the following ‘sub-questions’:

1. Do learners work collaboratively? If so, how do they collaborate? Does this

change as the course progresses?

2. What motivation and attitude do learners have toward the course? Do they

change as the course progresses?

3. Do learners orient towards language or content? How?

3.3 Research Methodology Approaches
This study adopted both action research and a grounded theory approach, and the data gathered
were analysed using both qualitative and quantitative methods in order to improve validity and

reliability (see section 3.7)

Krathwohl (1993) defines a qualitative approach to research as describing phenomena
in words while a quantitative approach describes phenomena in numbers and measures.
However, these two research types are by no means as dichotomous as they appear on the
surface. As Mackey et al. (2005) have pointed out, it is not unusual, and may even be
enhancing, to use both methodologies in the same research study. Both qualitative and
quantitative approaches are likely to be seen as complementary means of investigating the
complex phenomena in a second language classroom rather than as opposing poles in a

dichotomy. Considering the research questions and the purpose of this study, it therefore
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seemed appropriate to combine quantitative and qualitative approaches in order to maximize

both the breadth and the depth of the insights examined in an e-learning environment.

This thesis developed out of two separate studies — the preliminary (providing theories
and themes) (see section 3.5.8), and the main study (the basis of this thesis) (see section 3.5.9).
The collaborative learning themes which provided the framework and were analysed using an
action research approach in the main study, were identified, using the grounded theory

approach, in the earlier preliminary study.

The preliminary study, generating research concepts (e.g. collaboration in a VLE) and
developing research techniques, took place over the spring semester, a period of 15 weeks in
2008; the main study, using the autumn class of the same year, looked at the same phenomenon,
collaboration in a VLE. By using the collaborative learning themes identified in the
preliminary study, interventions were implemented as a way of investigating aspects of

research questions.

For example, data collected in the preliminary study from students’ journals were used
to develop themes relating to collaboration and consequences (see section 4.1) to be explored
in the main study, and identify appropriate interventions to encourage collaborative learning

practices.

The following sections discuss the grounded theory approach (section 3.3.1) and action
research (section 3.3.2) in order to clarify the reasons for choosing these approaches, and the
way they were applied in the current study. A number of interventions (section 3.5.9.2) were
made based on the results obtained from the preliminary study (section 3.5.8) and observation

of the previous week’s classroom in the main study. To establish validity in this study, the
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researcher needed to collect a variety of types of data, and use a range of data analysis

techniques. These are summarized in Table 3.1 (see section 3.6.5 Triangulation).

Table 3.1The way of data approach

Types of data collected Déta _a nalysis techniqugs -
Qualitative Quantitative
classroom observation (LMS) v v
self-reflective journals v
written documents v
post-questionnaire v v

3.3.1 Grounded Theory

Grounded theory was developed by Glaser and Strauss and emphasizes the importance of
theory-building within research (Glaser and Strauss, 1967). It can be described as “a general
methodology for developing theory that is grounded in data systematically gathered and
analysed (Strauss and Corbin, 1998:158).” Cohen et al. (2007) point out that theory is
grounded in the data and emerges from it. This means theoretical (coding and analysis) and
empirical (data gathering) activities are not strictly separated in such research. Consequently,
theory is not considered as a perfected ‘product’, but rather as a process, as an ‘ever-developing
entity’ (Glaser and Strauss, 1967:32). The following passages set out some of the key elements

of Glaser and Strauss’s approach:

(@) The researcher has to enter his/her field in an unprejudiced state of mind “without any
preconceived theory that dictates, prior to the research, ‘relevancies’ in concepts and
hypotheses™ (Glaser and Strauss, 1967:33):

An effective strategy is, at first, literally to ignore the literature of theory and fact on the
area under study, in order to assure that the emergence of categories will not be
contaminated by concepts more suited to different areas. (ibid: 37)

(b) Once the researcher has ‘dived’ into his/her field, grounded theory is derived from data and
then illustrated by characteristic examples of data:

Generating a theory from data means that most hypotheses and concepts not only come
from data, but are systematically worked out in relation to the data during the course of the
research. (ibid: 6)
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(c) By constantly interrelating theoretical (evolving concepts and theories) and empirical (data)
aspects, an ‘analytic core’ of the research emerges. This core of the evolving theory serves
as a guide for further collection and analysis of data and for further development of
concepts:

In the beginning, one’s hypotheses may seem unrelated, but as categories and properties
emerge, develop in abstraction, and become related, their accumulating interrelations form
an integrated central theoretical frame work-the core of the emerging theory. (ibid: 40)

Beyond the decisions concerning the initial collection of data, further collection cannot be
planned in advance of the emerging theory (as is done so carefully in research designed for
verification and description). The emerging theory points to the next steps-the sociologist
does not know them until he is guided by emerging gaps in his theory and by research
guestions suggested by previous answers. (ibid: 47)

Altrichter and Posch (1989), on the other hand, report on the limitations of grounded
theories in teacher research. They claim that educators, unlike sociologists, who tend to enter
social domains they are unfamiliar with: “cannot enter their research field in an unprejudiced
manner because they already live and work in it (p.26).” Therefore, they suggest that it is ideal
to combine inductive (grounded theory) and deductive (action research) approaches in order to
produce supportive results. Hence, this thesis follows that suggestion by having used a

grounded theory approach and an action theory approach in the main study.

Similarly, Bell (1993:10) points out that ethnographic research, such as grounded
theory, may pose problems in terms of generalizing findings, but such studies do enable
members of similar groups to recognize problems and, possibly, to see ways of solving similar
problems in their group. Also, the process of analysis, namely, theory generation, takes a long

time and the researcher is under considerable effort to produce a theory.

The preliminary study was mainly concerned with developing thematic theories that
were excerpted from the data collected from students’ journal entries about both their actual

learning experience and their perceptions about that experience in an e-learning environment.

3.3.2 Action Research
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3.3.2.1 Action Research Defined

Action research is ‘small-scale intervention in the functioning of the real world and a close
examination of the effects of such intervention’(Cohen and Manion, 1994). Cohen et al. (2000)
define action research as a flexible, situationally responsive methodology that offers a rigorous
and authentic voice to educators, researchers and students in educational settings. The focus of
action research is the solution of context-bound, real-life problems (Levin and Greenwood,
2001, cited in McPherson and Nunes, 2002). A general definition of action research by
Kemmis and McTaggart (1988:5) is “a form of collective, self-reflective inquiry undertaken by
participants in social situations in order to improve the rationality and justice of their own
social or educational practices, as well as their understanding of these practices and the

situations in which these practices are carried out.”

Most research conducted on second/foreign language classroom practices seems to
share similar goals, which include an attempt to better understand how second/foreign
languages are learned and taught, together with a commitment to improving the conditions,
efficiency, and ease of learning (Mackey et al., 2005). Eden and Huxham (1996:75) believe
that action research provides an ideal research methodology for the educational study because a
close “collaboration between practitioners and researchers over a matter that is of genuine
concern to them” is required. Adopting a more language teaching and learning educational
stance on action research, Wallace (1998:4) claims that action research is “basically a way of
reflecting on your teaching... by systematically collecting data on your everyday practice and
analysing it in order to come to some decisions about what your future practice should be.” In
action research which examines various aspects of classrooms primarily to improve teaching
practice and the quality of education delivered to learners, the researchers are commonly

teachers (Wallace, 1998; Crookes, 1993; Allwright and Bailey, 1991).
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Chaudron (2000:4) argues action research does not “imply any particular theory or
consistent methodology of research.” Nevertheless, there are action researchers who identify
practicalities of using an action-research approach. Wallace (1998) points out the main function
of action research is to facilitate the ‘reflective cycle’ (Figure 3.1) and in this way provide an
effective method for improving professional practice. Nunan (1992b) supports this view by
illustrating the scope of action research and the various stages involved (see Table 3.2).
Although there are differences in the way that Wallace and Nunan describe action research,

both share the same basic features of influences, outcomes, and assessments.

Figure 3.1The reflective cycle and professional development (Wallace, 1998:13)

AN\

Professional Professional
Practice Reflection =>|  Development

i

‘Reflective

Cycle’

Table 3.2 Steps in the action research cycle (Nunan, 1992:19)
A teacher comes to me with a problem: His current group of

Step 1: Initiation students do not seem interested or motivated. What should be
done?

Step 2: Preliminary We spend some time collecting baseline data through

investigation observation and recording classroom interaction.

After reviewing the initial data, we form the hypothesis that
the students are unmotivated because the content of the
classroom is not addressing the needs and interests of the
students.

The teacher devises a number of strategies for encouraging
the students to relate the content of the lessons to their own
backgrounds and interests. These include increasing the
number of referential over display questions.

After several weeks, the class is recorded again. There is
Step 5: Evaluation much greater involvement of the students, and the complexity
of their language and student-led interactions is enhanced.
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Step 3: Hypothesis

Step 4: Intervention




The teacher runs a workshop for colleagues and presents a
paper at a language conference.

The teacher investigates alternative methods of motivating
students.

Step 6: Dissemination

Step 7: Follow-up

On the basis of the above definitions and characteristics, this researcher adopted the
three defining characteristics of action research. First, the research is undertaken by the
classroom teacher as the researcher, rather than by an outside researcher. Secondly, the
research is carried out involving a professional (the supervisor) in this research field. Thirdly,
the research is aimed at changing and improving language teaching and learning practice (in
this case, in a virtual learning environment). Interventions derived from both the teacher
(researcher), but also from suggestions resulting from consultations between the teacher and
the teacher’s supervisor. The teacher and the supervisor discussed which interventions might
best encourage learners’ collaboration, and practical language learning, applicable in real-
world situations. The interventions will be detailed in section 3.5.9.2 with regard to the
tracking (i.e. recording of how students worked) together with an explanation of why particular

changes were made to the course.

In summary, the term ‘action research’ was used in the main study to refer to a form of
research, the primary purpose being to develop the course quality and to improve research

practices in language education in an online course.

The following section will discuss the reasons why action research was used the current

study.

3.3.2.2 Why an Action Research Approach Was Used
Action research, which is sometimes referred to as “collaborative research” or “practitioner
research” or “teacher research” (Mackey et al., 2005:217) usually stems from a question or

problem arising from classroom practice. Teachers may believe that others’ research findings
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are not sufficiently related or applicable to their own unique teaching situations (Crookes,
1993). Despite Crookes’ caution that “research questions should emerge from a teacher’s own
immediate concerns and problems” (ibid: 130), most research questions, according to
Allwright and Bailey (1991) are conducted to construct and test theories by researchers outside
the classroom. Action research, however, commonly involves the teacher as a researcher who
is directly involved in setting the focus of the research as well as in carrying it out. The teacher
as a researcher thus has a direct impact on the events being studied. The investigation therefore

addresses the dual demands of the researcher and the educator.

Nunes and McPherson (2002:17) emphasize that “Action research is highly appropriate
to the development of e-learning, where experience suggests that significant modifications are
required to the traditional paradigm... changes imply not only alterations to course models but
also development of new attitudes.” Other educational researchers emphasize the importance of
using a range of participatory methods for data collection and analysis (Cohen et al., 2007;
Elliott, 2007; McPherson and Nunes, 2004; Wallace, 1998; Nunan, 1992a; Nunan, 1992b). In
the context of the virtual learning environment resulting from the design a development of the
course, it is necessary for teachers and learners to exchange feedback and to participate actively.
Technologically innovative thinking was required; action research provided a mediating role

for the researcher.

The ongoing curriculum development of the course used in the main study since 2004
seems to satisfy the parameters of action research, the diagnosis of a problem and the
development of a solution based on the diagnosis. Specifically, the present study concerned the
problem of fostering learner collaboration in a Korean EFL e-learning environment. The
researcher began by collecting data on learner perceptions and behaviours from students’

journals in the preliminary study. This led to the formulation of an intervention that concerned
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a more flexible teaching and learning environment. Finally the impact of this intervention was
examined in order to adapt solutions to specific teaching and learning needs. In other words, in
the last phase, the researcher noted how students interacted and, during and after each lesson,
reflected on the delivery methods to find ways of enhancing student collaboration and feedback.
The course evolved as a result of several cycles of course development, spanning five years.
The course development met the researcher’s philosophy of teaching (see section 3.5.1) as well

as the aims of action research.

3.3.2.3 How the Action Research Approach Was Used

Action research does not necessarily constitute the daily activities of educators and tutors.
Cohen et al. (2007:297), in citing Kemmis and McTaggart (1992:10), claim that “to do action
research is to plan, act, observe and reflect more carefully, more systematically, and more
rigorously than one usually does in everyday life.” Kemmis and McTaggart (1992:21-2) offer
four conditions distinguishing the meaning of action research from the way the word ‘action’ is

used commonly:

® It is not the usual thinking teachers do when they think about their teaching. Action research is
more systematic and collaborative in collecting evidence on which to base rigorous group
reflection.

@ It is not simply problem-solving. Action research involves problem-posing, not just problem-
solving. It does not start from a view of ‘problems’ as pathologies. It is motivated by a quest to
improve and understand the world by changing it and learning how to improve it from the
effects of the changes made.

® It is not research done on other people. Action research is research by particular people, to help
them improve what they do, including how they work with and for others [...]

® Action research is not ‘the scientific method’ applied to teaching. There is not just one view of
‘the scientific method’, there are many.
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Action research requires a systematic process to achieve its aims. There are several
models in which the steps involved in action research have been incorporated (e.g., (McNiff et
al., 2010; Sagor, 2005; Altrichter and Gstettner, 1993; Kemmis et al., 1988; Lewin and Lewin,
1948). Lewin (1948) classifies the process of doing action research into four main stages:
planning, acting, observing and reflecting. He proposes that to obtain a general idea and gather
data from a current situation is the first stage in action research. The production of a plan of
intervention to meet an identified purpose is the pivotal outcome of the research. Actual
interventions involve modifying the original plan. The next stage, acting, comes with ongoing
fact-finding to observe and assess the intervention. This leads to a revised plan and set of
processes for implementation including monitoring and evaluation. He suggests that the four

stages can be conceived as a series of spirals.

With some variation, this study blends the Lewin (1948) model (planning, acting and
observing, and reflecting) and Nunan's framework (1992 - see Table 3.2), as shown below in
Table 3.3. These are similar approaches. Nunan's Step 6 (dissemination) and Step 7 (follow-up)
are not included, as these are not part of the research results, but, rather, discussing after-the-

fact the results, and working on developing future course design methodology.

Table 3.3 The adapted framework used in the main study

Nunan Lewin
(1992) (1948)
Step 1: The researcher as a teacher and the supervisor discuss with
Initiation issues in the current e-learning course.
Step 2: The researcher identifies the research themes appearing in the
Preliminary preliminary study (i.e. journal entries tapping into the learners’

investigation | planning | perspectives)

From the preliminary study, the hypothesis is formed that the
Step 3: students read others’ assignments in the web board in order to

Hypothesis complete tasks. Also, collaboration facilitates students to

motivate to learn.

The researcher modifies some tasks for encouraging the students

to participate actively.
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Step 4:

. actin
Intervention g




observing | After each intervention, there are more students’ contributions in
Step 5: .
. & the lesson. And they seem to feel less isolated and have more
Evaluation . . . .. .
reflecting | confidence to share their feedbacks and participate actively.
3.4 The Context of Study

The S university has an English graduation requirement. There are three ways to meet this
requirement: 1) a compulsory English exam, 2) an appropriate score on an official English test
(see Tables 3.4 and 3.5), 3) above 60% in a university English course. The course in the current
study was proposed and accepted as an acceptable (to S university) alternate option. In this
sense students may have been motivated extrinsically. Having been allowed this alternate
option, they may have felt some pressure to improve their English performance because they
had accepted this way of fulfilling the English requirement.

Table 3.4 Acceptable standard scores in TOEFL, TOEIC

Acceptable standard scores
General area of study TOEFL TOEIC
PBT CBT IBT
Social Science and Humanities 550 213 80 790
Science 530 197 71 750
Music and Art 500 173 61 690

*The score is valid when the test date is within 2 years of the submission date.

Table 3.5 Acceptable standard scores on MATE**
Acceptable standard scores

General area of study

Speaking

Writing

Social Science and Humanities

Moderate. Mid

Moderate. Mid

Science

Moderate. Mid

Moderate. Mid

Music and Art Moderate. Low Moderate. Low

*The score is valid when the test date is within 2 years of the submission date.
**MATE stands for Multi-media Assisted Test of English. It is a computer-based test developed at S
University, which endeavours to evaluate global levels of proficiency in the English of the test-takers.
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3.5 The Courses

This e-learning English course has been running in the distance learning division of the
graduate school at S University in Korea since 2004. The course was initiated to allow distance
learners or part-time learners to complete their requirements for graduation. In particular, it was
designed for those who were unable to attend off-line courses, or did not submit official
English scores (See Tables 3.4 and 3.5 in section 3.4). Students had to complete this course to

graduate: Pass (above 60%) or Failure (under 60%).

3.5.1 Aims

When this course was designed, one of the intended aims was to provide learners with a non-
threatening, supportive environment in which they would be encouraged to collaborate with
other students and with the lecturer on content-based, online activities. Students are encouraged
to use the technology as a language learning tool. In general, Korean EFL learners are exposed
to English following mainstream methods. In the typical instructional context, elements of
language, such as vocabulary and grammar are dealt with distinctly and in a decontextualized
manner, in much the same way in which generative linguists investigate languages. Although
many English courses focus on form, especially grammatical accuracy, this was not the main

pedagogical purpose in this course.

The course tries to take into account the students’ motivations, interests and preferences.
Therefore, tasks in this course were designed not only to encourage students to apply the target
language in practical, every-day situations, but also to require the learner to use language in
order to meet their individual goals. The next section explains how the course was designed to
meet these aims. The course design also considered ways of improving the effectiveness of

learning language in an e-learning environment, while accommodating personal interests.
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3.5.2 Historical Notes

Changes occurred in some components as the course was taught from 2004 through 2008. Each
change occurred as a result of course evaluations that were carried out on versions of the
course taught in previous semesters. These changes included some curricular revisions
(changes to previously assigned tasks, the assignment of new tasks, the replacement of the
portfolio approach with the keeping of a journal, a reduction in the number of themes, and a
new vocabulary-building component was added); evaluative practices were revised; instructor
interventions were revised and increased to enhance students’ orientation to the special
demands of online learning.

Table 3.6 Features of the course

Features of the course (2004-2008)
. .. Evaluative Interventi
Curricular revision .
practices ons

Num
Date ber Self-
(Semester) 2;61 Sro ilionea Vocab | Portf irgrl:lect Assess g\?;-ua Orientati

P up g ulary |olio |. ment . on

ters | work journ tion

(task al

s)
Autumn 14 Mid/Fin

! v
2004 (28) (7) al test
Spring, .
2005 - 10 Lol e Fral .
Autumn, (20)
2007
. Final
Spring, 10 v | s v
2008 (20) test
Autumn 10 g
! i v v'* v'* v v

2008 (20) | 7"

*: 3 times (weeks 5, 8, and 11)
In order to improve the course based on the researcher’s reflection on practice and
course evaluations, the first fine-tuning looked at curricular revisions. Initially, the researcher

scrutinised the tasks.
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Course evaluations, for example, revealed the course in 2004 was weak in developing
oral skills. Students also pointed out the difficulty of working with the group due to the time
and place challenges of being on-line learners. In an attempt to address these shortcomings, and
being mindful of the aim to create an encouraging environment while promoting more
collaborative exchanges, the compulsory group projects were refashioned into optional choices.
Furthermore, in an attempt to improve and practice speaking skills, students were asked to
record their tasks and assignments. For instance, after introducing themselves in a written
format on the web-board, students were asked to record what they wrote on the web board
using the recording software which was subsequently added to the assignment room.

Recording tasks were required every two weeks in the course.

The previous version did not sufficiently encourage collaboration in the assigned group-
work tasks. Although the researcher divided learners into groups according to their major,
learners expressed difficulties such as lack of time to work together and opportunities to meet
because of the challenges of distance and being part-time learners. Because of these challenges,
and, again, being mindful of the intent to create an encouraging environment, the course was

adjusted to reduce stress and reinforce the collaborative, supportive elements.

Early in the course, in 2005, as part of the curricular revisions, an additional task was
introduced which required each individual to create a portfolio to promote reflective practice
(i.e. to review content and language they had learnt in the previous weeks), articulate learning
outcomes and collate their achievements. In 2008, students were asked to replace the portfolio
with a self-reflective journal, which would allow them to review their learning experience and
behaviour. The Nvivo software would also be able to collect data from these self-reflecting
journals, providing a source from which a picture of the students’ perspectives of an e-learning

environment could be captured.
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Another curricular change involved decreasing the number of themes from seven to five.
In 2004, the themes included Learning Style, Health Care, Appearance, Food, Shopping,
Travel, and Culture. In 2005, those had been reduced to Learning Style, Health Care, Shopping,
Travel, and Culture. Still working to fine tune the curriculum, a vocabulary chapter was added
to the curriculum. Each thematic assignment (e.g. Health care, Travel, Culture) lasted two
weeks. After each of these themes were explored and covered, the instructor (instructor
intervention) would encourage and try to provoke discussions around common thematic
terminology (e.g. immune systems, ecological travel, and cultural shock). This vocabulary
section was based on a lexical approach that had been developed in the 2005 version of this
course. It was focused on developing learners’ lexical knowledge, particularly, in collocations
or chunks. The purpose of this lexical task was to provide a mechanism for learners to discover
a different approach to building vocabulary, recognizing frequent verb usage, and incorporating

the practice in their language learning.

As the course progressed it was clear that, as well as fine tuning the curriculum, the way
in which the students’ performance was evaluated needed to be revised. It became clear that the
stages at which, and the ways in which, students were assessed, needed to be examined. Either
program requirements or to meet the English requirement for degree fulfilment there were two
exams required, one at mid-term, in May or October, and the final, in June or December. Due
to the time-location challenges of this VLE-delivered course, some adjustments, sanctioned by
the degree-granting administrators, were allowed. The two off-line written tests, that had been

previously administered, were modified to one final test in the spring 2005 semester.

In the autumn 2008 semester, because it was thought that a chance to edit a previously
submitted document would more readily encourage reflection and mastery of language learning,

a self-evaluation and a chance to modify previous work replaced the final written test. This
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self-evaluation - students suggesting what their mark should be - was added and sanctioned by
administrators as meeting final examination requirements. Their suggested grade was to
include a detailed explanation. The self-evaluation, and detailed explanation, was examined
and balanced by the instructor looking at the revisions the students had made to their previous

work.

Another change, apparently minor, but actually quite important, that had to be made as
the course went through the curricular and evaluative revisions, had to do with an attempt to
orient student participants to the special challenges of a learning environment (VLE). This was
where much of the instructor intervention effort came into play. The researcher/instructor spent
a great deal of time helping student participants learn how to use the technology to implement
or even enhance, the motivational learning components (e.g. body language) of place-based
experience, with the advantages (e.g., anonymity and reciprocity, see section 5.4) available in a

distance-learning environment.

3.5.3 Structure of a Unit

This course was designed to integrate content and language by means of real life-based themes:
Learning Style, Health Care, Shopping, Travel, and Culture. During the 15-week academic
semester, the lessons consisted of five themes with 36 tasks occurring successively every week

(see Table 3.7). An orientation to the course was given in the first week of the class.

Except in weeks 6, 7, and 13 due to interventions which will be explained in detail in
the ‘Interventions section (3.5.9.2)’, each theme lasted for two weeks and included four tasks.

The structure of each two-week theme was as follows: (see Table 3.7)
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Table 3.7 Structure of each theme as a unit

1. Warm-up
2. Task 1
Week 1 All products are
3. Task 2 submitted on the web
4. Task 3

board or assignment
room*.

5. Lecture (Warm-up, Vocabulary,
Week 2 Expression, Functions)
6. Task 4

*: The ‘web board’ is publically available to all participating students, whereas the ‘assignment room
board’ is accessible only to the teacher and the submitting student. In the assignment room board, it is
not possible for other students to read submitted assignments. An audio-record function was installed on
the assignment room board, with which students could record themselves reading their assignments
aloud. The multiple choice assignments were submitted on the assignment room board. The assignment
room board posts are only viewable to the instructor.

In weeks 5, 8 and 11, students kept journals to reflect on their learning experience and
feelings. In weeks 14 and 15, students, on their own, without comment from the instructor,
evaluated their learning process during the course by writing notes to self-assess, report, and

edit their own assignments .

Tasks were designed to immerse the learner in problem-solving situations which
required knowledge of content and collaboration with other students within a theme. Tasks
gradually became more complicated in order to integrate their background knowledge with the
new content knowledge. All assignments, except those that involved creating a sound file, and
answers to multiple choice questions on the web board, were available to be shared with other
learners in order to exchange comments and read each others’ assignments. The goal of the
public posting of assignments was to encourage students to interact, collaborate and reflect on
the class material. It also was designed to scaffold weaker students in the completion of certain

more challenging tasks.

3.5.4 Tasks
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In an effort to understand the nature of tasks, Richards and Renandya (Ellis, 2003; 2002:94)
provided the following definition which highlights “using their [learners’] available language
resources and leading to a real outcome”. In other words, a task should be able to guarantee
various learning opportunities through which the learners would experience real life language
use. In the case of a given project, it was deemed that students should address the professional,
contextual terminology: i.e. when reading an article in health care, for instance, they need to
address, not the general sense of the article, but rather the specific, health-care terminology, the
symptoms of the disease, suggested treatment, and so on. In addition, when adapting content to
be delivered in an e-learning environment, the tasks which had been designed for use in a face-
to-face classroom setting needed to be adjusted. Chapelle (2001) emphasizes that course
developers need to consider how software can provide learners with opportunities believed to
facilitate SLA. Furthermore, in this course, the task design process was based on ‘Six common
features of task’(Ellis, 2003) and ‘Criteria for CALL task appropriateness’ by Chapelle (2001).
There are ‘Six common features of task’ and ‘Criteria for CALL task appropriateness’ (Table

3.8) as follows:

e Atask is a workplan
e Atask involves a primary focus on meaning
e A task involves real world processes of language use
e Atask can involve any of the four language skills
e A task engages cognitive process
e Atask has a clearly defined communicative outcome
(Ellis 2003:9-10)

Table 3.8 Criteria for CALL task appropriateness (Chapelle, 2001:55)
Language learning
potential

The degree of opportunity present for beneficial focus on form

The amount of opportunity for engagement with language under
appropriate conditions given learner characteristics

The extent to which learner’s attention is directed toward the
meaning of the language

Authenticity The degree of correspondence between the CALL activities of

Learner fit

Meaning focus
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interest to learners out of the classroom

The positive effects of the CALL activity on those who participate
init

Practicality The adequacy of resources to support the use of CALL activity

Positive impact

These are examples of tasks in the course (Figure3.2).

Figure 3.2 Examples of tasks set for E-learning environments
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As Ellis (2003:199) emphasizes, “the learners’ outcome resulting from a task may vary
from learner to learner” because learners carry out their activity in unpredictable ways on the
basis of their own experience and prior knowledge according to their individual aims. In other
words, the goals of tasks are adjusted to fit an individual’s needs or interests. It is anticipated
that learners will modify their goals significantly as they learn new ways of constructing and
applying knowledge. In this course, it was expected that the exchange of feedback and the
reading of peer’s assignments and comments would impact the processes students used to
complete the assigned tasks. Moreover, students in this course needed to be somewhat
autonomous in their selection of items in tasks, unlike typical courses which mandated the
assignment so that students had little choice. In other words, the items in the task could be
dynamically selected according to the learner’s current knowledge level and particular course
strategies. For example, in warm-up in Week 3, Health care I, there are five different health

issues the students can choose from based on their interests and previous knowledge.
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For instance there were five quizzes based on different health issues, 1) cholesterol, 2)

common cold, 3) sleep loss, 4) skin care, and 5) winter workout (see Figure 3.3).

Figure 3.3 An example of a task (warm-up) in Health care: Five quizzes with an instruction page

®, Health Care Common Cold
_Myths vs. Facts 2

You've bought the chicken
soup. You're stocked up on

A2 10 ZHAI0| LOAIZ? 01H ZHE o1 tissues. Your medicine cabinet
220 (50 2HA0| P2AIZE? 0¥ ZHE Health CareRILICH A ook,
antihistomines and cough
DB S S5 SSTWIFE D Warm-upHl FHAIE! 222K Quiztl T is. Are you ready
‘common

THHAE 2N ATGHEDR. ..

6O zaw|

WP Warm-up

A. Health Quiz 2 Document s Intern
AL BBSITENG, B Y HEAR o Cholesterol Quiz x
{Cholesterol Quiz o Common Cold Quiz mmm@m
o i . : The Skin Cancer Foundati
B Common.Cald Quis o Sleep Loss Quiz  click e 0 S et o
1 Sleep Loss Quiz 90 percent of all skin cancer, and it
i i i i S e ’iﬁ"&m
B Skin Care Quiz 0 Skln care QUu ::ubl:.nd:venmplerg‘elrnskofsktn
L Winter Workout Qui . e e
o Winter Workout Quiz Hew ik do You irow abowt smotey 9&
dangers ai namxopro«myoumlv = \
against too much sun? -~
K 7‘
manwanss )
220 RRAE SN quizE IH D128 SHEAD 1 quiz8 810 LIA M2 ©H0 5H 014, J210 M8H &H - Foo
EHEZS N USD LS HES HATHH SHZTMSL, - —

Done T T} 1@ internet [

The instructions on how to complete the tasks and interpret the materials in each task allowed

for different levels of language proficiency and prior content knowledge.

3.5.5 Materials

All materials for the course were presented in a sequential manner in the LMS. However, the
sequence within a week’s lessons was determined by learners rather than by the teacher.
Accordingly, if, for example, students wished to refresh some linguistic knowledge (e.g.,
looking up word usage or vocabulary in the dictionary) or information learned in a previous
exercise, they would go directly to the required information and then return to the point of

choice.

Learners were accorded more flexibility in terms of various items in a given task than
in traditional language courses commonly offered in Korea to cater for learners’ interests and

motivation. In other words, the design of the materials allowed for flexibility. In addition,
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materials which were deemed to be authentic and interactive, as identified in the literature,
were favoured. This was done to compensate for the infrequent opportunities for face-to-face

communication.

3.5.6 Teacher’s Role

Due to the fact that asynchronous communication changes the role of teachers and students and
extends the classroom in time and space (Weasenforth et al., 2002), one of the primary roles
for the teacher is to act as a facilitator of student participation. Other roles are as judge, or

intermediary, or guide in which the teacher intervenes to clarify misunderstandings.

In this course, the instructor provided feedback on each student’s assignments on a
weekly basis. This consisted of encouragement, enhancing collaboration and interaction, and
indirect correction. In addition, the teacher commented on their contributions, such as their
effort in giving feedback to others’ assignment. During the course design, the assessment
scheme was considered in order to improve interaction and collaboration among students.
Linguistic accuracy, however, was not the primary focus. The role of the teacher was more to
enhance students’ motivation and to encourage the use of the target language. In addition, the
researcher as an instructor was responsible for the instructional design and development of the

course. Website development and technical support were available.

3.5.7 Delivery

Virtual learning environments (VLEs) “imply an extra level of complexity for the learner and
additional problems of maintenance, communication and support for tutors (McPherson and
Nunes, 2004:81).”The delivery of a course (in this case, a second language course) in an e-
learning environment needs to address issues relating to: e-learning learner skills; e-learning

facilitation, tutoring and support; the effective and appropriate use of e-learning materials; the
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use of computer mediated communication (CMC) tools to enable both peer-to-teacher and
peer-to-peer interaction; and teacher strategies, skills and training (McPherson and Nunes,

2004).

To address some of these issues, this course made use of the Learning Management
System (LMS) software. It is a software delivery system for a virtual learning environment and
is a tightly integrated system which supports and facilitates the creation of web-based
educational environments. It was used because the university managed all e-learning courses
through it. Although it provided the platform for some other elements (i.e., chatting, seminar,

quiz, and test), this course mainly used five functions of the LMS platforms:

e The syllabus for the course

e A notice board for up-to-date course information. This area provides students with
detailed administration information in advance about the module such as orientation
date and a final exam date (if it is held). Additionally, notices by the teacher are posted
about course on the notice board.

e Electronic communication such as e-mail, discussions, enquiry and messages

e Web-boards include an assignment box for submitting assignments and voice recording
assignments

e Records of students’ performance such as participation, number of assignments,

attendance and frequency and duration of access.

3.5.8 The Preliminary Study
The aim of the preliminary study was to examine how collaborative learning takes place in a
VLE, to look at the challenges and problems, and revise approaches to tasks and assignments

in order to develop a theoretical foundation, or a hypothesis that could be tested with a valid
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and reliable way. The preliminary study was carried out over 15 weeks during the semester

preceding the main study, with 50 learners who were representative of the target subjects (see
section 3.5.9.1). The researcher did not begin with a particular theory in mind but adopted an
inductive approach that allows theory to develop from the data and in particular data from the

learning journals which reflected the participating students’ views and perspectives on learning.

Using coding procedures that allowed themes in the data to be identified, the researcher
wrote memos on the emergent theorizing and as this thinking developed the researcher used it
to inform further data gathering that formed the basis for further coding, theorizing and data

collection.

3.5.9 The Main Study

Using the findings from the preliminary study, the main study explored and expanded on the
dynamics of a VLE, and fine tuned a hypothesis that could be tested for validity and reliability.
From what was learned in the preliminary study, interventions (see 3.5.9.2) were introduced in
the main study. Additionally, as well as using raw data from the students' journals in the
preliminary study, four leading questions were added to prompt journal entries to elicit specific

information about individuals' collaborative learning styles.

3.5.9.1 Participants

This study was carried out in an e-learning environment English language course conducted in
South Korea with graduate students through an academic semester, which ran for 15 weeks in
Autumn 2008. The students, all English as a foreign language learner, ranged in age from 24 to
63. Thirty-two of the students, 68% of the total, were between 25 and 34(see Table 3.9). The
students were studying a variety of majors and had at least six years of formal English

instruction at middle and high school in South Korea. Of the 67 learners in total registered for
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the course, 47 students were included in the study. Because ten students never participated in
any given task for a number of reasons (e.g., personal schedule, the content was too difficult, or
they had misconceptions of what an e-learning course consisted of), these ten were not
included in the study. Four of the remaining ten students gave up after two weeks due to the
mistaken belief that the course consisted of only a lecture format; hence they did not participate
in the other components (board postings, collaborative tasks) of the course. Two of the students
submitted an official English score to fulfil their degree requirements and so were not required
to do the course; and four others did not begin to participate until the course had been running
for eight weeks. The data in this study came from the 47 remaining students who joined the
course in week one, and remained involved throughout the duration of the course. There was

no language level entry requirement.

Table 3.9 Age range

Age range Frequency Percent Valid Cumulative

Percent Percent
25-29 20 42.6 42.6 426
30-34 12 25,5 255 68.1
35-39 3 6.4 6.4 745
40-44 7 14.9 14.9 89.4
above 45 5 10.6 10.6 100.0
Total 47 100.0 100.0

3.5.9.2 Interventions

During the research, a number of interventions were introduced to improve the collaborative
learning process. The supervisor and the researcher had regular meetings (i.e., once a week) in
order to discuss issues which arose in the course to determine appropriate interventions. Table
3.10 illustrates these interventions which are arranged in ascending chronological order, to

show how certain aspects of tasks and instructions have or have not changed over the semester.
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Table 3.10 Interventions

Date Interventions Why?
There was no intervention (this was the same practice followed in the
Weekl-3 preliminary study) and, as well, the instructional content was the same in the
main study as it was in the preliminary.
A notice was posted in order to Several students started giving some
encourage students’ participation and | comments on others’ work. Students
contribution. For example, as students | who received comments from others
read others’ assignments, they were were delighted and tended to give
Week 4 recommended to leave some comments on others” work as well.
(Sept.22) comments on it without any guideline. | From this observation, the instructor
All comments were welcomed. felt that some students might be
hesitant to make a comment either
from lack of confidence, or lack of
clarity about what was required.
At this stage, some guidelines were The instructor’s daily observational
given to students about what they experiences led to the conclusion that
should consider including in their students’ perspectives needed to be
journals. accounted for in the study; thus,
appropriate interventions were
1. How did you use other students’ introduced.
assignments?
2. Which assignments did you choose?
Why? How much did you use it? To
Week what extent did you use other students’
5(Sept.29) | assignment? How did they influence
your own assignment?
3. How do you think your own public
submissions were received? How did
that reception influence what you did
or did not do subsequently?
4. What factors encouraged you to
submit early or late? What advantages
(or disadvantages) do you think this
gave you?
First, the task modified in order to Students seemed to be aware that they
encourage students to read each might benefit from reading others’
others’ opinions actively rather than work. Moreover they became familiar
having students reading passively and | with each other via reading others’
not commenting, the instructor assignments and exchanging
Week 6 .
(Oct. 6) intervened and asked students to comments even though they had not

comment on others' posts. The
previous practice was to present their
opinion without discussion.

(previous)

met face-to-face. The journals from
the previous week showed that they
seemed to be encouraged to use
English regardless of their English
language ability. Thus, a discussion
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Look at the pictures. What'’s each
commercial about? Make a guess.

(now)

Look at the pictures. What’s each
commercial about? Make a guess.
Then discuss your opinion how your
guess is similar or different to others
and why.

Students were asked to discuss their
opinions and to express how different
from others’ opinion. In addition, ‘A
discussion room’ was opened for the
task.

Second, the number of tasks was
reduced from three to one.

task would not be too difficult for
them.

As a discussion task would need more
time if learners were to participate
actively in it, another two tasks which
had already been designed were
removed.

Students were asked to read others'
work, and use that to further develop
and add to their own submissions.

In the previous week’s discussion task,
most students did well and were likely
to enjoy it. If discussion task would be

\(gi(:.k 173) Alternatively, they were allowed to fenco?ur_aged to read _othe.rs’ opinion
revise other students’ work based on implicitly, the task in this week could
their understanding of the same be explicit way to read others work.
content.

A group work task was suggested as Students worked collaboratively and
an optional way of completing a given | very actively in terms of reading

Week 10 task. others’ work and giving comments on

(Nov. 3) them over weeks. The instructor

wondered whether students were
willing to do a group work task if it
were optional.
The instructor intervened, attempting | This intervention was suggested by a
to encourage collaboration, by few assignments having appeared in
Week 12 | suggesting that students could form the previous week. The instructor
(Nov.17) | groups to complete tasks. indicated to the students that she
hoped for more such group-
submissions.
Students were supposed to take a There was a technical problem which
‘body language’ quiz in a given web prevented access to a given web site,
site in order to identify what their so the original task that was assigned
Week 13 body language style was. However, a | was simply changed to solve the
(Nov.24) | technical problem arose unexpectedly. | problem.

Task revision was required. Students
were asked to add information related
to ‘body language’ using various
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formats, including video clips or audio
files, to the previously submitted work
of other students. These compiled
submissions, could then be used to
create one, all-student, group project.

Week 14-
15
(Nov.29)

Students were asked to revise the
assignments they submitted during the
course with a self-evaluation report as
an assessment.

There was an explicit opportunity to
revise their work by using peers and
the instructor comments during the
course. The aim of a self-evaluation
report was to make students reflect
critically on what they had produced
during the semester. Furthermore the
instructor wondered what factors
students would prioritise when they
evaluated. It would be a way to
moderate between the students’, self-
evaluated marks, and the instructor's
evaluation.

3.6 Data Collection

In order to find some answers to the research questions above (section 3.2), various sources of
data were used. Participants’ reflective journals and the questionnaire were used to investigate

general perceptions, learning experiences, and feelings about the course. Others, such as the

written documents required in their assignments, including e-mails, web-board messages,

comments and emoticons, were used to flesh out the data from the participants' reflective

journals and the questionnaire. The duration of the data collection, including the preliminary

and the main study, consisted of two, fifteen-week semesters. With the use of Nvivo, the

researcher was able to compare and contrast this raw data with evidence of how the student

participants actually collaborated in the two (preliminary and main studies), 15-week VLE

courses.

3.6.1 Participants’ Reflective Journal
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In language learning research, as well as teacher education, journals, for examining and
reflecting on ones’ thoughts, feelings, and experience, have become important instruments used
to support introspective methodological approaches (Nunan, 1992b). These journals may be
kept by learners, by teachers, or by researchers. They may focus on teachers and teaching,
learners and learning, interaction between learners and teachers, or teaching and learning.
Learners’ journals, for example, can “give us a learner’s voice” (Bailey and Nunan, 1996:199),
including feedback on classroom practices, their learning processes and strategies, and

opinions.

The use of learners’ journals in the current study was based on three rationales. First,
journals, as a reliable alternative to interviews (Corti, 1993), explore personal experiences of
language learning in an e-learning environment. The journals add depth and breadth to existing
data. Through them, other collected data, from the questionnaire, for instance, or actual

performance, can be crosschecked and verified.

The second rationale on which the use of learners’ journals was based, rests on the work
of Mackey et al. (2005) who point out that journals have a greater flexibility over time and
space than data collection points from interviews. Data, which was collected at points

reflecting the varied schedules of participants, was reinforced by journal entries.

The third rationale for the use of journals was based on one of the course objectives,
which was to give the students an opportunity to reflect on their learning experience. It was
hoped, too, that this reflection would help to alleviate their feelings of isolation. By using the
journals as an additional communication channel to let the teacher know their experiences, it
was further hoped that they would be motivated to be more actively involved in the course.

Also, having the students do the tasks, lessons, and so on, and then having them reflect on the
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experience of doing them in their journals, would help to connect them to their own learning
experience. This would not only allow them to see the connections between the content of the
curriculum and their response to that content, but hasten their own development toward
autonomous learning, and toward taking responsibility for that learning in an e-learning

environment.

Nunan (1992b:120)’s summary of advantages of the use of diaries and journals, based
on teacher education research by Porter et al.(1990), seems pertinent because most of them can

be applied to this study of language learning in a VLE:

1. Students can articulate problems they are having with course content and therefore get help.

2. Diaries promote autonomous learning, encouraging students to take responsibility for their
learning.

3. By exchanging ideas with their teacher, students can gain confidence, make sense of difficult

material, and generate original insights.

Keeping journals can lead to more productive class discussion.

Students are encouraged to make connections between course content and their own teaching.

Journals create teacher-student and student-student interaction beyond the classroom.

By matching training methodology with second language teaching methodology, they make a

class more process oriented.

N o ok

As is the case with any form of self-reported data, journal studies have been the subject
of a number of criticisms. One of the concerns with journal-based research is that keeping a
journal requires a commitment on the part of the participants to frequently and regularly
provide detailed accounts of their thoughts about learning. Given time constraints and other
priorities, this is often a significant burden to the journal keeper. By making the keeping of a
journal an integral part of the learning process, connecting it to the learner’s own experience,
and using it as a tool to connect teacher and student, this study lessened the stressful effects of
the exercise on the students, and tried to deal with the obvious criticism levelled at self-

reporting mechanisms being used as data sources.
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Another possible criticism is that what participants write in their journals and what they
actually do in the classroom do not always match. To offset this - the criticism of data collected
from self-reported information - and the disconnection between the journal reporting and the
actual classroom performance, this study added another dimension. The researcher observed
classroom performance and kept detailed records allowing comparison of journal entries and

classroom performance.

Students were asked to keep a journal three times within a semester (weeks 5, 8, and
11) in Korean rather than in English because the learners’ journal data were not used for
linguistic analysis. In the preliminary study, students kept a reflective, free-style written journal
about their learning experiences and reflections on their process of learning in an e-learning
environment. In the main study, on the other hand, students were asked to respond to the same
content as in the preliminary study, with the addition of the four leading questions which were
designed based on the results from the preliminary study. These leading questions (see details
in Table 3.10 Interventions, section 3.5.9.2) were introduced to clarify the experience and
perception of collaboration in a content-focused instructional experience. Even in the main
study in which the researcher provided a structure for students to follow (e.g., using these
leading questions), the researcher was still able to access the phenomena under investigation

from a viewpoint other than the researcher’s own.
p

The number of journal entries made it difficult for the researcher to identify and
validate patterns in the data. Nvivo, a software program designed to assist researchers in textual

analysis, was used to identify patterns in the large amount of data contained in the journals.

3.6.2 Questionnaire
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The ‘questionnaire’ technique is a widely-used means of collecting data (Cohen et al., 2007).
Questionnaires are defined as “any written instruments that present respondents with a series of
questions or statements to which they are to react either by writing out their answers or
selecting from among existing answers” (Brown, 2001:6). They can be used to collect not only
non-observable phenomena (e.g., beliefs, perception, motivation, attitude and opinions) but
also observable phenomena (e.g., factual information) more conveniently than by direct

observations (Gall et al., 2007).

Questionnaire item types can be closed or open ended. A closed-item question is far
more specific and restricts the possible answers which the researcher may be looking for;
whereas an open-ended question includes items to be answered by respondents in any manner
they see fit (Dornyei, 2003). A closed-ended form leads to answers that can be easily
quantified and analysed in a straightforward way. Open-ended questions are flexible to allow
the researcher to capture the views of respondents. Open-ended questions can be used to
determine the categories for closed-form questions. A preliminary test can be conducted in an
open-form with a small number of respondents. Their responses can be used to design and
develop the categories for closed-form items. Open-ended questions can identify crucial
information that otherwise might not be elicited. They can also be used to address additional or

complementary issues that form an integral part of the study’s purpose.

The questionnaire used in this study was developed from students’ journal entries and
was validated using an iterative process. The researcher and the supervisor repeatedly tested
versions of the questionnaire by comparing the resultant questions with themes (see section

3.3.1 and 3.6.1) and refining each version to produce the final questionnaire used in the study.
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Themes of collaboration (see section 4.1) were identified from entries students made in their
journals in the preliminary study. A questionnaire (see Appendix A) was later developed
during the main study, using Nvivo to group and specify nodes (i.e. parent nodes and child
nodes) from these original ‘themes' identified in the preliminary study. The preliminary study
(see section 3.5.8) took place a semester previous to the main study (see section 3.5.9). To
increase the number of student respondents, the questionnaire was administered to students in
both the preliminary and main study. These results were then triangulated by using data from
the questionnaire, from the students' journals in both studies, and the on-line monitoring — e.g.
LMS records - results.

The questionnaire was designed with two parts: rating scales (i.e., Likert scales) as
closed-ended and open-ended questions. Rating scales consisted of 15 statements and 7
questions all of which were related to students’ experiences, feelings and factual information in
the course with five ranges of responses from ‘strongly agree’ to ‘strongly disagree’ or from’
very much’ to ‘rarely’ in the first section. The second part of the questionnaire is composed of
three open-ended questions in order to gather possible further explanations or opinions. The
content of the questionnaire was determined by the results of the journal data and e-learning
course observation. It focused on students’ motivation (Q1, Q2, Q15, Q16, Q21, Q22), factual
information about collaboration (Q3, Q4, Q17), students’ evaluations of collaboration (Q5-Q14,
Q18-Q20), and comments on the course (Q23-Q25). Questions and statements in the
questionnaire are very explicit. Closed-type questions were first used to elicit statements about
general feelings about the course, followed by the factual information. The questionnaire ended
with an open-ended question. This order of questioning, it was hoped, would make respondents

feel more comfortable about completing the questionnaire.
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In order to collect information that could be collated and compared, a post-
questionnaire was given to the participants. This method, it was felt, would have a number of
advantages over individual interviews. It would allow for the gathering of more data from more
individuals; it would certainly be more economical given the distance-learning nature of the
course; though conducted in a short, and manageable time frame, it would, in fact, produce

very substantial and useful longitudinal information.

The use of Internet surveys has undergone rapid change. From asking respondents to
answer by e-mail, or to e-mail attachments, such surveys are now commonly carried out by
routing respondents to a web site where the questionnaire has been uploaded (Cohen et al.,
2007). The questionnaire in the main study took the form of a web-based survey which was
delivered via the course website after the 15-week course. It remained uploaded and accessible
for three weeks. Respondents accessed the survey voluntarily. As a double check, the
researcher thought it would be useful to apply the SPSS data analysis to responses in the
preliminary study as well as the main study. An e-mail was sent to the students who had
participated in the preliminary study to elicit these responses. When the t-test results were
tabulated, there were no statistically significant differences (see Appendix C). A total of 60
from both the web-based survey and the e-mail were collected. The data from the survey
questionnaire was used to cross-check and validate the students' journal entries and
assignments, and the recorded tabulations in LMS of the students' feedback, comments, and

exchanges.

There are potential problems related to the analysis of questionnaire data. Mackey et al.
(2005:96) indicate that “one concern is that responses may be inaccurate or incomplete because
of the difficulty involved in describing learner-internal phenomena such as perceptions and

attitudes. This may be the case if the questionnaire is completed in the L2, in which lower
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proficiency in the L2 may constrain the answers.” In the case of participants who are English
second/foreign learners, as in this study, asking for responses in the native language, Korean in
this case, would serve the purpose of getting more information, but not, obviously, be a
measure of English proficiency. To compensate for this weakness, in this study, the
questionnaire was written both in English and Korean to ensure rapid and complete
comprehension. In the open-ended questions, in particular, respondents were allowed to write
their responses in Korean. In previous attempts, when this researcher insisted on getting
responses in English, students would often simply leave such questions blank. Using cross-
checking research techniques, (e.g. quantitative -LMS data analysis; and qualitative - journal
entry analysis), this study attempted to establish both validity and reliability. To further
strengthen findings, two colleagues were used to check the data analysis and confirm the

Korean-to-English (see section 3.7) translations.

3.6.3 Observation in an E-learning Environment

In observing feedback, comments and exchanges made by students and an instructor on web
boards, the researcher would further elaborate or comment to elicit and generate supplemental
data. Using LMS tabulations, observation was also used to collect and analyse data. Hence, in
this study, observation was used as a method to both generate and collect data. Although, face-
to-face observations are not possible in a VLE, the LMS software did allow the recording and
comparison of learners’ behaviour. Such behaviours, such as the duration of accessing the
course, the frequency of accessing other learners’ work, the number and frequency of
assignment submissions could be captured by the LMS and used to validate self-reported
(journal entries) data. Observation allows for comparison of what people do and what they say
they do (Robson, 2002). What learners actually said in their journals may differ from what they
did in the classroom. Observation data were used to validate or corroborate (or refute) the
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information obtained in students’ questionnaires, their journals and their analyses of written

documents.

3.6.4 Written Documents

With the participants’ consent, all the documents in the course were collected. These consisted
of participants’ assignments, e-mail exchanges with learners and instructor, Q & As, and
feedback. They submitted assignments in written or recorded form, following task types
assigned every week on the web board. This information provided the data which was then
used to reveal any discrepancies between what was written by the respondents in the
questionnaires and journals, and their actual performance. This data allowed the researcher to
examine learners’ understanding of collaborative learning, as well as their understanding of
content and language. Other electronic communications, such as e-mail, enquiries (Q & As),
instructor’s and peers’ feedback were saved in the LMS and used to support the findings. The
related types and the amount of data collected are presented in the following table (see

Table3.11).

Table 3.11 Summary of data collected

Types of Data Occurrences
Written assignments 1041
Peer-peer feedback 565
Instructor feedback 376
Enquiries (Q& As) 105
Messages 139(received: 83/ reply : 56)
E-mail 105(received: 54/ reply:51)

3.6.5 Triangulation
Triangulation is “the inspection of different kinds of data, different methods, and a variety of
research tools” (Van Lier, 1988:13). The triangulated technique employed in this study was an

endeavour, as Cohen et al.(2007:141) articulated it: “attempt to map out, or explain more fully,
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the richness and complexity of human behaviour by studying it from more than one
standpoint.” In this study, the main methods used were qualitative, with quantitative methods
used in a supporting role. Triangulation is the attempt to arrive at the same meaning by at least
three different independent approaches (Johnson, 1991). It is one of the most commonly used
and best known ways of checking for validity since it helps to add depth to the analysis; and it
can potentially increase the validity of the study. The aim of triangulation is to gather multiple
perspectives on the situation being studied (Burns, 2000). It also prevents the researchers from
relying solely on initial impressions while, at the same time, helping to correct for observer
biases and enhancing the development of valid constructs during the study (Goetz and
LeCompte, 1984 cited in Johnson, 1991). Various technigues were employed in combination
over a lengthy time period so that data obtained in different ways and from diverse sources
could be compared and contrasted. Following guidelines suggested by Johnson (1991), the
researcher was able to triangulate for exactness, and to bring together all the information that

pertains to research questions.

In this study, a questionnaire, journals, an e-learning classroom observation and
document analysis were used. First, the post-questionnaire was used to investigate not only
learners’ views but also factual information on collaborative learning. Second, a free-format
journal by students was employed to reflect their feelings about content-focused language
learning processes in a virtual environment. Meanwhile, the teacher’s journal focused on the
evolution of the course since it was introduced in 2004, and how interventions were made
during the main study. Third, data recorded automatically as learners used the LMS were used
to investigate features of the learners’ collaboration. Data gathered via the LMS included
looking at frequency of access of other learners’ assignments, peer feedback, and learner-

learner and learner-teacher interaction. The actual performance of students was recorded and
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evaluated through written document data analysis; this played a pivotal role in demonstrating
collaboration. This methodological triangulation would to some degree prove the concurrent

validity of this research.

3.7 Validity and Reliability

Manicas tells us Einstein advised that:

if you want to find out anything from the theoretical physicists about the methods they use, you
should pay attention to the principle: Don’t listen to their words, fix your attention on their
deeds

(Manicas, 1987:242)

The concepts of validity and reliability in qualitative research have been developed in
various ways (Cohen et al., 2007; Maxwell, 2002; Nunan, 1992b). In many instances, different
terminology (e.g., credibility, transferability, dependability, and conformability) has been used
(Lincoln and Guba, 1985). Cohen et al. (2007:105) propose that in qualitative data, “validity
might be addressed through the honesty, depth, richness and scope of the data achieved, the
participants approached, the extent of triangulation and the disinterestedness or objectivity of
the researcher... Reliability can be regarded as a fit between what the researcher records as
data and what actually occurs in the natural setting that is being researched.”

Maxwell (2002:40) claims that “Any account of validity in qualitative research, in order
to be productive, should begin with an understanding of how qualitative researchers actually
think about validity.” He also proposes that “Validity is not an inherent property of a particular
method, but pertains to the data, accounts, or conclusions reached by using that method in a
particular context for a particular purpose (p.42).”In language learning and teaching, validity

and reliability depends on the aims of researchers and the scope of study (Nunan, 1992b).

To counterbalance the limitations of using any one methodological approach, this study

used four different methods to collect the data in order to triangulate and to guard against bias
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(see section 3.6.5). It allowed the research questions to be examined by more than one method,
and these differing perspectives, combined, provided mutual confirmation. A questionnaire and
students’ journals were employed to elicit information from the students about perception,
experiences and behaviours in a virtual learning environment which could be compared and

cross-checked with the findings from documentary analysis and records from the LMS.

To establish reliability and validity, the current study employed two research
approaches, grounded theory and action research. A grounded theory approach was used in the
preliminary study, providing valuable insights into the strengths and weaknesses of the use of
the reflective journal. Action research and grounded theory approach methodologies were used
in the main study. Combing inductive (grounded theory) and deductive (action research)
approaches allowed results which support understanding of the phenomenon of collaborative
learning in a VLE. As a result, curricular changes were made to support the validity and
reliability of the study. For instance, four leading questions were fashioned and subsequently
included in the later versions of students’ journals to prompt students to comment on elicited
themes. Lessons learned from this helped the researcher to develop a questionnaire,
administered in the main study, which drew more in-depth and rich data from the student

participants.

In addition to four different methods to collect the data mentioned above triangulation -
the cross-checking of data by comparison of the qualitative and quantitative data - and the use
of colleagues, trained in ESL and on-line teaching, to verify translation of students' Korean-to-

English citations were used to further the validity and reliability of results.

In order to ensure process validity, which indicates the adequacy of the processes used

in research (Gall et al., 2007) including data collection, analysis and interpretation, and
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whether triangulation of data sources and methods was used to guard against bias, this study
presented detailed descriptions of how this course was modified and what interventions were

introduced.

3.8 Ethics

Ethical considerations are paramount in all research. A balance must be struck between the
demands of scientific research and the pursuit of truth, and the rights and concerns of research
subjects. Each research undertaking is different. It is essential that researchers obtain
participants’ informed consent. Diener and Crandall (1978:34) define informed consent as “the
procedures in which individuals choose whether to participate in an investigation after being
informed of facts that would be likely to influence their decisions.” Informed consent examines
four aspects (Cohen et al., 2007): competence, voluntarism, comprehension and full
information. Competence of participants’ mutuality refers to the discrepancies in knowledge
bases that might occur when participants are minors. In the case of research involving children,
permission must be sought not only from the young people themselves but also from adults
responsible for those children. VVoluntarism refers to the fact that participants can take part (or
not) in the research free from any coercion. Comprehension means that participants fully
understand the nature of the research. Full information implies that consent is entirely informed.
However, Ruane (2005:21) points out that it is not necessarily clear “how much information is
enough.” Providing information may affect the results as, she argues, too much information

may result in respondents becoming bewildered.

Ruane’s comments played an important role in the way consent was sought for the
current research undertaking. Consent was sought via an individual e-mail to all participants
only after the questionnaire, in order to ensure that students were not put under any extra

psychological pressure, and to reduce any influence on their performance and behaviour during
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the course (see Appendix B). In questionnaires used in the current research, participants were
not provided with detailed information about the study in order to ensure the information did

not influence their behaviour and responses.

Maintaining anonymity and confidentiality are means by which the privacy of
participants can be assured. Anonymity in the current study was achieved, principally, by not
using the names of the participants or any other personal means of identification. In order to
protect the participants’ privacy, the research data and all the names in this study were
translated to coded references. Aronson and Carlsmith (1969, cited in Cohen et al., 2007:65)
claim that “the very impersonality of the process is a great advantage ethically because it
eliminates some of the negative consequences of the invasion of privacy.” This study did not
make public any connection between information and participants’ names to further fulfil the
promise of confidentiality. In addition, the post-questionnaire in the study was voluntary and

anonymity was guaranteed in writing.

Considering the students’ view as participants, researchers should take into account the
effect of research on participants, respect for their dignity as human beings, honour their
contributions to research knowledge and protect them from avoidable harm (Gall et al., 2007;
Hitchcock and Hughes, 1989). Cohen et al.(2007:61) underline that ethical problems may often
be caused by “thoughtlessness, oversight or taking matters for granted.” The balance between
the researcher and the students as the subjects, and ethical issues, was an ongoing process to be
taken into consideration in the interest of both the researcher and the students in this study.
Furthermore, each intervention resulted in weekly discussions between the researcher and the
supervisor. Thus, each intervention was very carefully considered not only in terms of whether
it furthered the aims of the research, but also in terms of its effect on the students’ learning, and

the aims of the course.
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Cohen et al. (2007) conclude that methodological and ethical issues are closely
interlaced in qualitative research. In the choice of methodology for this study, the researcher
took into account the effect of this research on participants. Journals, for example, are
employed not only to collect in-depth and dense data but also as a tool for the students to
reflect on their language learning experience in an e-learning environment. These journals
served a further purpose of creating a line of communication, and enhancing rapport between
the teacher and the students. Hitchcock and Hughes (1989) indicate that establishing good
relationships which involve the development of rapport between researchers and their subjects

(i.e., a teacher and students) can initiate feelings of trust.

3.9 Summary

The purpose of this chapter has primarily been to discuss grounded theory and action research
approaches and their application in either examining in-depth or gaining an in-depth insight
into collaborative language learning and changes in learners’ motivation and attitudes in an e-
learning environment. The four different research methods for data collection were designed
with the intent of showing that, by using rich and dense data, qualitative and quantitative

approaches could be combined to attain valid results.

Efforts were made in the study to ensure that there was informed consent, anonymity,
and confidentiality in accessing, analysing, interpreting and sharing the data findings presented

in Chapter 4.
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IV. DATA PRESENTATION AND ANALYSIS

In this chapter the data obtained from students’ journals and observation made using LMS, and
the post-survey will be discussed. Results from the preliminary study and the main study have
been merged (see sections 4.1 and 4.2). Note: As mentioned above (see section 3.6.2) there
were no statistically significant differences when SPSS, t-tests were done on these two,

separate data bases.

4.1 Data Analysis: Learners’ Journals

Data analysis was done using the Nvivo program, which helped the researcher to identify
thematic, conceptual categories. The categories, in turn, were developed, integrated, and
connected to produce theory. This is, in fact, the basis of the grounded theory approach as
explained in the Methodology chapter (see section 3.3). As suggested by Coffey and Atkinson
(1996);-data from the students’ journals, open-ended responses in the questionnaire, and the
collected materials from the students’ documents (i.e. assignments, messages, and feedback)

in the LMS were analysed.

An approach to research which involves attempting to prove or disprove a theory using
experimental methods did not seem appropriate for a study whose aim was to investigate
collaborative behaviour in a VLE. The researcher therefore utilized an open-minded,
imaginative approach, employing both grounded- and action-research-based techniques. The
data analysis involved organizing, categorizing and reflecting on the data in terms of making it
possible to classify and identify patterns, relationships and themes in order to understand the

phenomena and to conceptualize theory. The process of data analysis and interpretation led to
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theory generation. For example, coding data, writing memos and sketching diagrams or

models, was repeated over and over, to produce categories.

This study was guided by an analytical approach which was based on grounded theory
(Strauss and Corbin, 1990) using three coding methods: open coding, axial coding, and
selective coding. A summary of these approaches is shown in Table 4.1. These three coding

methods occur recursively rather than linearly.

Table 4.1 Three Coding Methods (Gibbs, 2002:167)

Open coding Axial coding Selective coding

The text is read reflectively to  Categories are refined, The ‘core category’, or central

identify relevant categories; developed and related or category that ties all other
interconnected,; categories in the theory together

into a story, is identified and
related to other categories;

(example) (example) (example)

Examining, and comparing Integrating/re-integrating Identifying the core category,
data; conceptualising data, data and constructing relating it to other categories,
leading to identification of categories.

validating their relationships, and
further refining and developing
them.

concepts; adding new data;
refining concepts.

The data from students’ journals were coded, using a qualitative data analysis
methodology program, Nvivo 8 which supports the storing and manipulation of texts or
documents; and supports the creation and manipulation of codes, known in Nvivo as nodes

(Gibbs, 2002).

Students’ journals were written records of learning experiences, feelings, and reactions
that they had during the course. Nvivo was used to analyse these journal entries and select and
group them into data that can be coded into various nodes. Nodes can be names or labels for a

concept or idea about data. Coding text at a node is the process of establishing a relationship
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or connection between a node and one or more passages of text. Nvivo provides the following

types of node:

e Free Nodes: ‘stand-alone’ nodes that have no clear logical connection with other

nodes-they do not easily fit into a hierarchical structure.

e Tree nodes: nodes that are catalogued in a hierarchical structure- moving from a

general category at the top (the parent node) to more specific categories (child nodes).

Free nodes can be like lists and tree nodes show a hierarchical structure like a tree. In
this study, free nodes were created in the open coding stage and those nodes were integrated
and elaborated as the parent node and child nodes in the next two stages, axial and selective
coding, using relevant categories or concepts. A detailed explanation of the process will

appear in the following sections.

4.1.1 Coding

4.1.1.1 Open Coding

According to Strauss and Corbin (2000:6), open coding is “...the process of breaking down,
examining, comparing, conceptualizing, and categorizing data.” This process is used in the
present study to identify and develop categories. By inspecting the data closely and
thoroughly without presuming the analytic relevance of any theoretical hypotheses, this
process generates ideas. During the open coding, it was crucial to, as suggested by Strauss and
Corbin (2000), code data ‘line by line’ asking questions to determine similarities and

differences:

What is the piece of data an example of?
What does this piece of data stand for or represent?
What category or property of a category does this piece of data indicate?
(Strauss and Corbin 1990:62)
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For example, as is shown in Figure 4.1, if the textis *... Ml 2t CIE & RE0| S2H =

Y
=

tC

X0l AU EE - 20 Hel Hl=cet 2= Jtd A & UL

1l

M2 R, (...1 accessed other assignments to compare with my own work. They had a

similar opinion to mine. It was so interesting, | thought...)’ which was highlighted in the
journals, then the node was called ‘Confirming knowledge’ and ‘Extended construct
knowledge’. These two separate nodes in the open coding stage were later merged into one,
called ‘Expanding and confirming knowledge’. As this process — parent node producing child
node, blending into merged nodes (as in the foregoing) — evolved, the original 54 nodes
reduced, naturally and without any effort on the researcher’s part, to a more manageable
number of thirteen. The actual text was an example of a more general phenomenon, and the
node title was therefore more of a general idea or concept. In Figure 4.1 below, on the left is an
actual student journal entry and on the right coding stripes with node titles. The researcher
identified themes and sub-categories, (e.g., types of collaborations, sharing, behaviours,
feedback, and revisions made due to exchanges), and the Nvivo program was used to compile
and classify, organize, these into parent and child nodes, and highlight (see differently coloured
stripes on the right) examples of these from all the students’ journal entries. Thus, Nvivo,
helped the researcher to look at this large amount of raw data, and categorize it into different
themes (nodes).

Figure 4.1 Displaying coding and coding stripes
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4.1.1.2 Axial Coding

Axial coding (Strauss and Corbin, 1990) or theoretical coding (Glaser, 1978) are both methods

of integrating analysis through interconnecting causal relationships between nodes or

categories which appear in open coding. At this stage of this study, the thirteen core categories

had been developed and integrated with the nodes from the open coding, as shown in Figure

4.2 (a). For example the node ‘Effects of sharing assignments’ became one of the core

categories (Figure 4.2 (a) and, as with some of the other core categories, it was identified as a

parent node, with a number of related child nodes (Figure 4.2 (b)).

Figure 4.2 Integration/interconnection of nodes: The thirteen core categories

Tree Nodes

MName

Q Attitude

Q Challenges of online learning

Q Development of learning strategies
Q Effects of feedback
Q Effects of group work

@ Development of autonomous learning habits

/

m Effects of sharing assignments

Q Motivation
Q Reflection of learning experience
Q Suggestions for the E-learning course
Q The bensfits of an E-learning
Q |Isage of sharing assignments
Q waorking together

(a)

(b)

:

@ Comments or feedback

Q Expanding and confirmin

Q Focusing on content
Q Focusing on language

@ Motivation & attitude
@ Sharing emotion

Q Sharing their own assign
Q Understadning Instructio
@ Using as a reference

In addition, models such as the one below - Figure 4.3 - were created to help to

visualize the nodal connections (parent and child nodes). For example, the model below was

generated from Figure 4.2 and shows individual nodes created from the open coding in such a

way as to help identify the nature of the relationships, connections and patterns.

‘Effects of sharing assignments’ is a parent node. This parent node was formulated

from the surrounding child nodes. Child nodes related to the parent node (see Figure 4.3),
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‘Effects of sharing assignments’ were numerous, and their relationship to the parent node,
often complex and difficult to follow. The model, then, was developed to help visualize these
child node connections to the parent node.

Figure 4.3 Model of nodes of ‘Effects of sharing assignments’
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Sharing
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feedback
Maotivation &
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&

references

understanding
instructions

Usﬁe of

sharing
assignments

The above model (Figure 4.3) was generated from Figure 4.2, (Tree nodes, or Parent nodes).
For example, the core, parent node, in the tree (Figure 4.2) ‘Effects of sharing assignments’
led to child nodes (e.g. ‘Expanding and confirming knowledge’, ‘Understanding
instruction’... and so on). In the model, this is pictorially represented with the big circle in the
middle, labelled ‘Effects of sharing assignments’, and the nine child nodes surrounding this
central (core) node. This process of working from tree nodes to child nodes to a pictorial

representation helped to recursively refine and integrate terminology.

4.1.1.3 Selective Coding
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The final phase, selective coding, involves integrating the analysis even further around the
core categories. In the current study, a central concept was selected to act as a pivotal point,
around which others can be brought together into a coherent whole. Selection of a core
category was required to achieve the “tight integration and dense development of categories

required of a grounded theory” as suggested by Strauss and Corbin (1990:121).

Examination of the journals revealed four core categories characterizing the learners’
experiences and feelings in a virtual learning environment: a) Learning community, b)

Technology, ¢) Learning strategies, and d) Motivation and attitude.

An overview of core categories based on the journal entries is shown in Table 4.2.

Table 4.2 Overview of core categories from journal entry

Core categories Subcategories

(parent nodes) (child nodes) Sub-subcategories

Working together
Inside the class
Outside the class
Reading others’ assignments
Effect
Usage
Using as a reference;
Understanding instruction;
Focusing on content;
Collaboration Focusing on language;
Expanding and confirming knowledge;
Improving their own writing via a self-
correction with comparison;
Others
Submission time
Personal schedule;
Confidence level;
Feedback
Giving, receiving or exchanging feedback
E-learning environment and Information
Advantages technology
Computer skills

Learning
community

Technology

Challenges
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. . Note taking, repetition, memorization and
Cognitive strategies .
translation
Learning Metacognitive Utilising time management skills
strategies strategies Monitoring and evaluating their learning process
Social/Affective | Using Prior Experience
strategies Becoming aware of peers’ feelings and thoughts
Effect on study habits
o Motivation Effect on prior knowledge and experience
Motivation and Effect on task completion
Attitude Effect on collaborative environment
Attitude Changing attitude

In the following section, each item mentioned under the core categories (parent nodes),
e.g. ‘Learning community’; subcategories or child nodes, e.g., ‘Collaboration’; and sub-
subcategories, e.g., ‘Working together’, ‘Reading others’ assignments’, ‘Giving, receiving or
exchanging feedback’, will be discussed in detail using actual examples from the students’
journals.

The extracts from the data are presented in the students’ original text, Korean, with an
English translation. When there is no accompanying Korean text, the examples in English are

the students’ own words.

4.1.2 Learning Community: Collaboration
In the following section, each sub-section will discuss the three main features that surfaced in

the subcategory (or child nodes) of ‘Collaboration’.

4.1.2.1 Working Together

To complete the given tasks and understand the course content and language, some of students
voluntarily chose a partner or formed a study group. Students were also encouraged to seek
outside (friends or family or English colleagues) help.

4.1.2.1.1 Inside Class
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Some students formed a study group, others worked in pairs in order to complete the given
tasks, to exchange information, and to study English and the course content. Communicative
technologies such as e-mails, messenger (Messenger® ), or phone calls were generally used
rather than face-to-face communication. Collaboration helped students to both focus on the
academic purpose and perhaps, more importantly, to support and encourage one another (see
section 4.1.2.3 Giving, receiving or exchanging feedback). Students referred in their journals
to the effect of working together. In summary, two main responses were consistently cited; 1)
| enjoyed group/pair work and 2) I felt as if we were studying physically together even though
it was an online course. Although the majority of students worked individually because of the
difference in personal time schedules and the difficulty of participating in a group, they
generally did collaborate and claimed they felt a strong connection with others participating in
the course.

(S8)

22 8BUHA 2eteleg =3 = ==0 UM S UM E HLICH 2L &R =

fels)iel s Ot Albs S SR ELICH

As | have done assignments with students in the same major, | have formed a strong bond with
them to the extent that | would really like to take a trip with them.

(S14)

LEUSOH HNE HH EUS IO O E ZUSLICHL AIZEQ 2/ UAAKXILF
NZ2 =25 22= A0I2I0 S22 25 OFF Al £ +=36t= 2401 0 E |
AR SLICH MIELOIOHS EO0tA JtXelXl. N AN E & RE sds2 It

feARSLICHTT

I wish I could do group work. I thought there might be some difficulties in adjusting my schedule
to work with students I haven’t met in person. I envy students’ courage in forming a group and
doing assignments as a group. T 1TT*

*IT.77° is a code to show you are sad or unhappy in Korean, which is mainly used in technology
meditated communication, i.e., computer chatting, cell-phone messages.

(S15)

JAHCOOSS eHsSRUL

| formed a study group.
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(S20)

SN =S = A8l 21X =10 blog E S
SOIMEXCHEN SReUes =2 =2 = JUJULL

I checked my answers with my classmates via a blog after doing a task individually. Even though
| couldn’t see her in person, I felt as if we were studying together.
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At 2= Ml Z S 0HAIDF OIIH LKl 8 A SOl JHE S22 10 THOIQJAUACH S11 & E 1t
FHASoHHANZ 9I+o+04/\4 HAHE MEBE &= 8le Al2t0lle M3ttt IS
U EOH 2 dAS A0, DA ot Z0tRIDF &0l &I AT
Last week’s assignment was to do group work, which was the most exciting and meaningful.
When we could not talk on the Messenger, we made phone calls and exchanged e-mails in order
to exchange opinions and ideas about the assignment. For instance, | talked with S11 on the
Messenger for a couple of days. Finally, we successfully completed the task.

(S42)

20| =Zol= SJI12 WA 2HA= EE =1 ZOH, OtXl &M R ot= =8 2 ULH

I exchanged information relevant to an assignment with my classmates. | felt as if studying

together.
4.1.2.1.2 Outside Class
When it was not possible for a student to find a partner or participate in a learning group,
assistance was sometimes sought from an expert or a more advanced learner of English who
was not participating in the course e.g., a colleague, friend, or family member who helped the
learners to understand the course material, provided translation, or modelled pronunciation for

a recorded audio assignment. Those who did not study in pairs and groups did actually

collaborate with a variety of others both inside and outside the class.

(S1)

L_I-u_:|0| II-EO|- OH/\—IO AI—IOH ﬂ[:l,

My husband corrected and checked my work.

(S18)

HES NI =3 =HE otHA HLICH A= OLSOH S22 0l M3HE oA
FES AL et 2t ;D ) ALS BHRM H&ot) =3 UL

For the first recording assignment about self-introduction, | called my son who was in Canada to
read aloud the sentences I wrote. | tried to mimic his accent and practiced it a lot before recording.
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(S44)

& OtAl= 2 8l
M2 2.

Although I didn’t join a group work because there was no friend to make a group and I am a slow
learner, I did my work with others outside the class’ help.
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s Sd A 201 MXl= 2ot U
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Uz =80 ==
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4.1.2.2 Reading Others’ Assignments

Students reported that reading others’ work was very helpful, effective, and motivating. It
allowed them to see how others were understanding the course materials, as well as to make
connections and establish rapport with their peers. The sub-subcategory, ‘Reading others’
assignments’, consisted of: 1) effect (i.e., what kind of effects did reading others’ assignments
have?), 2) usage (i.e., how did learners use knowledge gained after reading others’
assignments?), and, 3) submission time (i.e., how did reading others’ assignments affect their

decisions on when to turn in their own work?).

4.1.2.2.1 Effect
At the beginning of the course some students described negative effects resulting from their
reading of others’ work. For example, they confessed to embarrassment. They were reluctant,
even afraid, to post their assignment in public due to their poor English proficiency. Some
even mentioned that they felt less confident when they compared their own work with that
posted by others.

(S1)

Ol INSS +=dotl= HE MEE 2SS ELI EZ2 D S=0H 0

L2t S ™MK= =2 SEJUCHL SO HAISEH 200 A

Reading others’ completed work made me quite depressed because I felt
behind them. It seems that all of them are English experts except me.
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(S22)
OE +LME2 HRLUEZZSHE &S Zol MNE SHFHA UE =L M=
DHIZ otLGHLE SO0 BE XAIZS AU 8+ YSLICH



This week I sort of lost my confidence about my English, when I read others’ work. Their English
assignments were well-written like professional ones.

(S39)
LUMS0| DF B HAIBOIHE... EHHS 26 LESH2I0 D X= LShets
HHE L

The web board is viewable by all participants... | was worried what if my translation was wrong
and my classmates would laugh at my English.

On the other hand, many students were encouraged to participate actively in the course

and received some help by reading others’ assignments in various ways (see section 4.1.2.2.2).

The assignments posted on the web board seemed to provide stimulus to learners who were

prompted to improve their work and motivated to finish the assignment because others had

already finished. This competition seemed to stimulate a sense of good will amongst the

students. This good will, in turn, allowed the students to begin to compete in a good natured

(S3)

FH0AH S0HE)| =0 =501 0| &= = 20

It seems like it is very helpful (to find answers on the web board), especially when there is no one
around me to ask for answers.
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I was encouraged to participate more actively in learning, when | found that some students post up
their homework earlier.

(S11)

ZO0l 21 &olot= 2 U A8 £33 23N AUEZ =0 2 A0Icte 2SS
JHEICH.

The more | checked (my work) and read others’ work, the more | believe that my English will
improve little by little.

(S19)
2= 22= 0sS0AHEXN Ues 08 Z2ES JHERII0 X1 A H_SHH?
What made me compete with people whom | have never met before?

(S26)
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ZEE S Hols2 UHE EY WIH st WAIDJHEI W= oA **E Bt & HCH el
Jtsotd W HHE 20z =2IHNESS 2= USSE S 0 Z2oltad ) (=0

When | read excellent assignments posted by other students, | compared them with mine and
reflected on my own work. And | try to hand in flawless homework, so that peers will use my
work as their reference just like I did.

(S32)
CHE =2 NS UH HWUESHI S 22M US = 2HoHH =
L.
When | compare my work with others’, | become competitive and study more and harder.

o

AL
LU 2

(S38)

DEHIOLOloH Ot otel ) SIS0 A2 [ OtCH CHE =2 ME0| & M E EH H2 2 &0t
S AL

Whenever faced with difficult tasks that were hard to understand, | used others’ work as a
guideline.

(S45)

H2dH =02t UHEHZ BIIE dE2es =% MACH A oA L S XA
WINE MEote B SIR=2 20 2 = ULHL RS2 WA SOICH LIE A 6t

2 Ch.

Although my English is not good enough, I could evaluate peers’ work. So I found several
classmates who submitted very good assignments. They were the target of envy. | want to do it
like them.

Harasim (1995) clearly makes the case that students learn better when working in a
group-learning environment, than when working alone; anxiety and uncertainty are reduced.
This study confirmed Harasim’s finding. For example, even though some students, like S13,
did not really participate, he was consistently reading others’ work. This study essentially
revolves around Harasim’s finding concerning the benefits of a learning community. Students

such as S13, are proof of the positive effects of reading collaboration in a VLE.

(S2)
HE0= Gt A= =2 AIOIEE EHAM IKHOF & X 2ZEH LS X8, THE
AEO EEZ0 =8 AH=E 2L UE € 280l =2 USUHZ ot 2l

T ASLICH

At the beginning when | was required to get certain information from English websites, | was at a
loss what to do with the materials in English. But now, | am getting to know how to do it after
reading others’ assignments.
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(S13)

N EES ol XN et =ZHS2 2= & =AU KN THOIUAAUL
Although I didn’t participate in discussion, I enjoyed reading others’ opinions and came to know
their various thoughts.

Although they were embarrassed and nervous about making mistakes or letting others
view their poor English, with time, interestingly, they adapted to the new environment and

even developed positive attitudes.

(S17)
Mol R 2NHFYX O X224 MSS of LJtD UASLICH

At the beginning, I felt so embarrassed. But gradually, | have become accustomed to doing it.

(S18)

MS0l= L JtRIe CHE AFE Sl DRI BINE D A2 BUESE & &= ULt
=45 ASotd=0l.

At the beginning, to be honest, letting others read and give comments on homework made me
uncomfortable.
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(S23)

He ZXI AR CAS M= LHOF 8 MO 2IHE = 210f CHol A { L 3HAIGH
M2 ZAJLD 22 A MOIX EULH Lie SHZAIE OtLI 2 2I=01%
OfLIDIO &3l SHE & = 910 st X2 0l B2AE =10 U= &MHSE LI
Hi==8t Q&Y 240ICH DS IR = YXO0ID| R0 0155 0| UD A2 DHE
Z 05 A O 0180 HAXCHH H2 22 2 20,

At the beginning, I felt uncomfortable with the idea that my work is open to other students. But
the uncomfortable feeling did not last long and it does not bother me any more. | am not a native
speaker or an English teacher. So, it is natural that I am not good at English. Not only | but also
peers taking this course would be in a similar situation. All of them are learners just like me and
we are not good at English. It would be great if sharing assignments helped us become better
English learners.

Al
A= A &0 Aalo
RASS Yl 0| Jtse 40|

If each student prepared their work well, I think sharing with other people wouldn’t be a big deal.
If they prepare their work as much as | do, it would be possible for every student to get the
essential points of the materials quickly.
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As indicated earlier, over time, students worked harder and spent more time in

preparation in order to convey a better impression among their peers.

(S16)
CHE StMSOH S22 D ACH W22 2 Ja,

I would like to help them as I get help from them.

(S3)
&2 Z0/cdi= 030l =2l 80l el & =L
To reduce errors, | read and check my work several times before submission.

(S37)

SIS0l IS stlh= 42101 S, otltets, & 20icte 2 Scld= 40 o
S &l6| ot Al = Ch.

Whenever | think peers can evaluate mine, | put every effort in completing tasks with the
intention of providing correct English, even if it is only a word.

This last statement from S37 is another example of the strength of influence that peers’

comments can exert.

4.1.2.2.2 Usage

Reading other students’ work prompted students to learn from one another; they made use of
others’ work in the following ways: 1) using as a reference, 2) understanding instructions, 3)
focusing on content, 4) focusing on language, and 5) expanding knowledge and evaluating

their own work.

1) Using as a Reference
Students used their peers’ work as a reference or as a model to revise their own work. They
read others’” work before they started doing their own work. In this way, they sometimes found
solutions to their own writing problems by comparing the work of other students with their

own.

(S18)

O HAIOR NS H=X BB
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I would look at how they did.

(S21)
SclJl M0l L} 20l At & A= 2L, CF Liotd CGHE A 0lUIL.
Before uploading my work, | read two students’ in front of me. What a different style!

(S30)
Money Management 2t= At
=

ol 1= 2 HA=H Z2X..8 2 2L0lA
MK SHED R2= o
Lt

H= MAHTSLICL US
=2 P_FEI?JA'EP HOA UOE MES XS FA0L N & & = It AYUsLITH 0 = N
RS HOIEH 222 D02 S OS2 X5 2ot EASLICH

When I read articles in ‘Money Management’, I could understand some of it, but I couldn’t do my
homework. So | copied it one by one (on my notebook) and looked up new words and translated
them into Korean. | stayed up all night doing the task. The next day, I decided to read others’
work as a reference. It was much easier for me to do. Although I got a lot of help from others’
work, I couldn’t give “thank you” comments on all of them.

(S37)

LISUZ EOtE WE == D, HE=S 2 = AN 85 S22 2 &0

I can evaluate my work and get feedback from others so that | come to know my weakness. So it
seems to be effective learning.

(S41)

HAIZH HHIE 22 =28 RS2 A0ILE LHE0l &
&1 S0OroHAIRE,

It is a bit difficult and challenging to submit homework early because I can’t be sure whether my

content and forms are right or wrong.
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QIR =HAoHA| B0 Cha
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2) Understanding Instructions
When students had difficulty understanding the explanations, even with the help of the video
instructions - the instructor had inserted a streamed video with details of how to complete the
assignments -, they found it useful to review the responses of their peers.

(S4)

DHEHA 24528 RE 0
22 =30t

=22 =2 M

A 2= GE 252 =2 Ololotd HAIEHO

ol

H

ol

Sometimes when | did not understand the task, | read others for a reference. With their help |
completed the task and posted it up on the board.

(S32)
DEAION CHol & OloHot &I Xl 2= M & DA SLICH
I read others as a reference, whenever | had difficulty understanding the task.
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(S47)
HF0es BHE HAEH HOFot=EXl & It JIOA ME2Z 2ct=2 UE St N E
& 1ot L.

In the first week, | referred to others to do homework, because I had no idea what to do with it.
3) Focusing on Content
Students were able to improve their own efforts by comparing and contrasting their work

with that of others who had taken different approaches to the assignments.

(S3)
22 FHO CHohA CHE 2SR Liets TS AIZ2ZE F26t0 AACH

Peers had a different approach to the same topic.

(S4)
N2 =2 ZH0A Magenta It Li2= 2=01 RUASLICH M2t dl=<st F 0l
EAALL SLICH

There were many ‘magenta’ in the test. Many students seem to have a similar taste to me.

(S16)

SEHO e CoF 240 U/UE Lt= S0l CHoll M Al St 22 =5 B4,
SHote B2 L8t EULE.

I could totally relate to some students who wrote about ‘Adventurous Trip” which I was interested
in.

(S31)

HAZHl list E Scle A2 U= dl=xe HEO0IAX S e & JHXIA SEE 6t
ZHIS0| Y= SRS =0 ©UCH Sl OIXIA(? ) M= ST I AL

The travel lists of most students are almost the same. But some put a special item on their lists. |
remember that one of them put dental floss on the list.

4) Focusing on Language
Students read others’ assignments, noticing how they had used new vocabulary, syntax,
grammar, idioms, and so on, and then incorporated these learned lessons into their own
writing.

(S9)

20| =g s= s H0HE 2HA L2t Bl W 2/ASLICH

I compared words peers used with mine.
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(S12)

g0 A0 L2t HoESS B0l 2H HALD O e =222 2=d) olAd &
AKX LA HHES A Hi=E = UUE A 25LICH

I noticed some words that often appeared in the English test in peers” works. So I learned them
more easily than I used to do passively.

(s27)
2 NSO H22 20 2 #00 &)IC 50, E2 (22 o &= 232 2
Sl AC.

There were many good examples (in English). So | form a habit of looking for good examples.

(S32)
Let me put it another way.(CtE 2H OE M2+ 61 2 At.) Take your time.(& & 3| GHAIR.) Let’s
take a break.(# XH") Take care. (=AM L2.)It FR=2 HAIZ20 O H AHAIZ ALCH

The expressions that appeared often in classmates assignments are: Let me put it another way.
Take your time. Let’s take a break. Take care.

(S36)

travel style 2 2 0l M overpack 1t underpack 2| 2|01 E Sc2tA LAHEIINX =L MS 2|
0 el AIOIEE F M OF UL

In the questionnaire about travel style, I didn’t know what ‘overpack’ and “‘underpack’ mean. So I
searched for the answer from others’ works and many websites.

(S46)

‘Are you being helped?’ 0l CH&t LHE & HI Al Expression 4 2 HAIES 21
ZEAAHBSLICL N Olel 22 H8E & == JAUSI? 6+, Could you wrap it up for
me? 2| <1t ‘bind it” ‘saggy’ct= HE 0| EHAoHH St & ASLICH

I was very impressed when I read the contents about ‘Are you being helped?’ on the web board.
How did (s)he know so many related expressions? | certainly learned the meanings of ‘Could you
wrap it up for me?’, ‘bind it’, and ‘saggy’.

(S47)
=0l El= 2o S SSJUCH

I scanned and found only these words | was familiar with.

S47, and others, remembered and used what they had read on the board to improve not
only their vocabulary and expressions, but also to stretch their own ways of expressing

themselves.

(S13)
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=4S U= U= SA HOIE S50 S0 UE =0l &= M, 2010t =&
W0l H 4, JIY0lE @l == obJ| ?lott 2&= Z2H =0l S Wl JHXl
A8 I SUTH

When | wrote sentences in English, | tried to make it easy for others to understand. The sentences
| wrote were complex and meant to be fun so that the readers would remember them for a long
time.

Some students mentioned specific usages of English, grammar, vocabulary, or

expressions in their journals.

(S12)
take for ~granted Jt S U= 2 &0 st ¥ =0l 2 =30| &I ACH
It was really helpful for me to have explanations about the sentence with ‘take ~ for granted’.

(543)
LaUAL HHE=S B0l & = U DI ASLICH
I have learned many words which are used in everyday life.

As always, there were those who focused on content, and those who were drawn
to form. Some students focused on the content in the target language, others compared

and matched expressions and similar words or usage with ones in Korean.

(S24)

B MY TIEIZ S &1, ol P
Al 0 %

AL SR LML et=01g R0l Ect 23 HolistE 0l AAKX L TH
ZE0IUSLICH

My party concept is about my husband’s birthday. As I have a lot of experience of doing internet
shopping through an overseas purchasing agent, I thought it wouldn’t be difficult. But I never
purchased food items on the internet so that | learned many new expressions. | had an interesting
experience even though it was a bit difficult because measurements were very different from the

ones in Korea.

5) Expanding Knowledge and Evaluating Their Own Work
The work of other students was used as a foundation on which to build more complex and
more tightly focused responses. Also, they used sharing assignments as a tool for improving

their own assignments through comparison with others’ work.
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(S9)
Juz g2 sl setely,

I was surprised at there were a lot of information posted.

(S10)

L UHE CHAl 8t H&E E self-IIESH & &= U otl= £E2 sts g2 LAHAFRULL
ol CHE A0 28 SIEE M=ote M HAIS ZEX0A US 2HALGHCE.

I could confirm and review with self-feedback to my own work. It was a good learning habit for
me. In particular, | am so grateful to the first poster who always provides a model.

0

(S15)
01 SH20F DRI HIZZHOI S2100 CHEH 8 OFKI CHEXOfl CHGH 2 22 2X0| U
AA e £20| 9UCH

I read eight tips for a sound sleep from a classmate’s assignment. It was very helpful.

rr

Bl

(S21)
Q2 EHOIKO SOIN ANZ UE RES SHAHA SHE2 22 BHA Wt
OH&GHAl ZO0tA X ZHE 22NA 8% & AAHM UL

Sharing was good because some students translated into Korean different parts of English
materials on English web sites which | did not understand.

(S28)
Lot 2RotD El 225 SHEHN DESE JAJUS A 2L
Wi

=
I think I could spot errors and mistakes in my work and could correct them.

(S33)

15* _’PHDP idiom= <= UHBF =0, IOt Sof
Olet 2[0IJt Ot CHE 201 8Idl =52 & D
A0l ‘RAEL Jed CrE e BtME 2L Otot!! Oled 20ICIXIE Itet= & ==Jt

Ct | S

ol
0

UJCH (E2 WHE Ut CE HoH GAHG| x40 SRAVUKXE) UOE SH SO
&S BHE SHA Wt SFotA €2 FES A 210 A€ =t JA0A O B2

e 2UH0ID £E2 A 2L

The last assignment was to learn some idioms. | could not comprehend the meanings of some
idioms, but I just posted my incomplete work on the board. Later, | found out the real meanings of
them. It could be absolutely the best study if I could finish all assignments of my own. I could
learn some parts that I didn’t understand by reading others’ assignments. It was very useful and
effective.

(S36)

van accessible (handicap parking) 2 10I5ICH CtE AN U2 A28 HF UMM HE2
Zelolf M=,

I did not know how to translate ‘van accessible (handicap parking)’ into Korean. I just
summarised the contents from peers’ work as a reference.
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Students used peers’ assignments as a reference to compare with their own work and
confirm them. Most students reported that reading one another’s work helped their
understanding of course materials and allowed them to expand their knowledge.

(S7)

Oloh Ot &l Xl = 222 UE &Rd S UAHIt SctSMNX JICHe M L

I was waiting for others to post up their works, when | was faced with a part that was difficult to
understand.

(S29)
CIEE0IH 2 SRS WEL 2K UH MEES HES MaiD Lt

I try to add new content to my assignments to avoid overlapping with others” work.

(S40)

Metdol =HE EHM HENH otH XS EH LA

When | read others’ work, I thought about how to differentiate my work from others’.
4.1.2.2.3 Submission Time
When students submitted their assignments depended partly on their own personal time

schedules, but also on their confidence levels, which sometimes led them to deliberately delay

their own submissions until they had reviewed what the other students had handed in.

1) Personal Schedule
As mentioned above (section 4.1.2.2.2), students took their other commitments into account
when managing their schedules. For instance, part-time students tended to submit their

assignments during the weekends.

(S41)

Y AZOI0I2H I = ElLt= HOI2tM DtS2 &4
He=2 N2l etsotl| o &L

I really wanted to submit my homework earlier, but I couldn’t do it because I am a full-time
worker. Usually | do not have time to do homework on weekdays.
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Ot Ol ZOHLEA &IGHA LHel HIIE OtAIH A ot
AlZot=0l, g5 &0

I usually study English on Sunday mornings for two reasons: ... The second reason is a somewhat
personal one, on Sunday mornings, | tend to become lazy. But while taking the course, I try to get
up early and do homework over strong coffee, which is a nice way to wrap up a week and gives
me enough energy to start a new week.

2) Confidence Level

Confidence seems to affect the time of submission of their work. Some students confessed that
their language competency meant they had to work harder and longer on the assignments, and
that led to late submissions. Other students were just less confident about presenting their
work early. Assignments submitted earlier by advanced learners encouraged slow learners to
complete the tasks. This helped to create an environment where students feel that they are not

alone but are part of the community.

(S2)
CIE AMES EM SHREM UE 252 DRl S a0k

Some students already uploaded their assignments. I’ve got to finish it today.

(S20)

X ZUE ANAEU M HH Sl UL J120] U~ EUSLICH & SH=ot)
BIEZCH O LIt ? OHXIZ 0 S 2 2O B Scl= A0 HII2= 2D EUOE
MEES 2SS HREUAN =2 = JU0HA 0 £E20 =~ 0t8H2 2= 2F FLICH

| felt so good to be the first one to post up the result of quiz on the board. |1 am so silly and simply,

ain’t I? It makes me feel good when | post it early rather than late and have time for reading others

without being in a hurry. But it is not easy.

(S1)
HHE & ZollA 28 U= X2 S LEHXCH
I am no

| hesitate to upload mine early because t good at English.

P

(S13)

QX0 Chet Ol =0t & 2 0l U E =S UHE HEtNoz 2HA =
JEXI0I CHol Oloiiot= #0112

I had difficulty understanding the task. That is why I read through others’ and then was able to
complete my work.

(S22)
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X0l g2 HHE =S5O0t ARAR WHME FI=H ==Hotd JACH
To be honest, I have managed to do my work by reading others’ assignments.
3) Feedback
Feedback seemed to influence the time it took for students to submit assignments. Some
students submitted their assignments earlier than the due date because they were keen on
receiving comments from others. Others delayed submitting so they would have time to read

previous submissions, reflect and change their own work.

(S10)

R0 F=AH HHE HMESMEL =2 E=25 UL JHM JisotH 28 =2l H)
dAH UEANESUHAHE &30l ZD L £t Eele H=22 %0l = = AU = AL

I uploaded my first week’s work a few days later than the due date. Of course, there was no
comment. After that, if possible, | tried to submit my work early in order to get many feedback
comments. It would be helpful for peers as well as for me.

A

(S25)

FTZHHZBFEEGIH Y= AlIA2 22 QFOIM 0] AN SR E ot= e & JHXA
Ol =t ULH H B, HH AIEO0l Sl HHE ED E2 HFIE S =+ UCH QY 220t
SO BHEZE0INE RotH T= 2RI U= I [ CHE AFZIS BIHIE 8D Jtes
I ot MMAME EHM 04 JFXI OtOICIHE €2 == UL

I usually study English on Sunday mornings for two reasons: First, | can refer to homework
posted by peers. Sometimes I had difficulty understanding the lesson. In that case, I read others’
assignments to finally get to grips with the lesson and get many good ideas.
4.1.2.3 (Giving, Receiving or Exchanging) Feedback
Receiving feedback from the instructor and from their peers created for some students a sense
of community, of learning together. The sharing of comments on one another’s work
encouraged them to work harder and to take greater satisfaction in doing well.
(S3)
Mot 2 S2lOM UE =20l M2 20 =22 g0t =AU

0l =
ROHEM ZOlet: sl o= 85 JAsLUth
When there were comments on my work, | wanted to find the person and say thank you.
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(S15)
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A0 HHE =AM} CH SIH2 HotL0l HSO ) Y= 252 20

When someone gave some feedback on my work, it encouraged me a lot even though they are
online comments. So I want to give comments on others’ work in the hope of giving courage and
emotional support to them. Now | am getting used to this method of the course. If I did the given
tasks alone, I would feel as if | was talking to the wall.

(S21)

SUMUNAET CHE ME N WRIHIISOHESE HAIEHO| LEZIL £E22Z.

It is good to communicate with others on the web board.

(S33)

SZIHA 2010 U2 EUlR, BHUIR, &30| =t .ss2 & Z22 20tA
eI 2D BEU=E =0 A 20 . 2AHst HEUE 22= MES0I L =22

SN2 EC 2t S L 222 J|20] £ 4Al0|Li= IHA|
I am quite happy and feel rewarded because | got feedback from others such as ‘You did a good
job’, ‘It looks so good’, and ‘It is helpful.” Although they are simple comments, | felt so good
with their compliments. They made my day.

Some students, like S11 and S23, said how good they felt after receiving the teacher’s
comments. Rovai (2000) emphasizes that the online instructor creates an environment where
learners feel the social presence of others by encouraging and facilitating interaction by

everyone and by providing immediate feedback, particularly to distressed learners.

(S11)
wd =22 2= MO0I& £206t0 J|Che{ &I C

I like reading the teacher’s comments and even expect to see more of them.

(S23)

week 5 0lAl S22 W= H & & comment 8 QULCH OF~ BHZ 0] JI1=. T2 AHE o
oI 2 OS2 UL

I received a compliment from the teacher for the first time in week 5. ‘Ah, I’ve got the feeling...’
I decided to do well in the next homework assignment.

The comments and feedback were taken seriously, and students made changes related

to the comments and feedback they had received.

(S28)
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HAIEON 22 S2ld & 5 Z20] St =0 21 3 ‘Four times’ 4! ‘Quadruples’ 2
IEoI0 X222 Z0tFAISe M2 22 210 a2 MU B ASLICH S =TI+
ZIIE WO 2EU HA =HAMEN HAHZBEHL S 0 D242 E°0I12
LS =RASLICHE AIZ20l SEBA 0IaHIF ED| AIESLICH DHe I2 2 Z0otF4
2N ZAELID, £ DOME HHE J|H0l 2 EHsE NS =D A2 6 59
UEEOZN HOZ SRotles AS MEUSLILL ‘I=S Scld® O3 1 M2
SS A 2= J0 & = €Bot)| |lof &, 0SS AE0IA ZO0tOF SHLIDR.

In the feedback on my work, S6 suggested a word ‘quadruples’ instead of ‘four times’, which
gave me food for thought. | felt embarrassed to ask a native speaker about it in my workplace, but
when I asked him about the expression, he said that it was a ‘more formal expression’. I thank the
person for giving me the feedback because | memorized the word by pondering that word. |
realized that giving feedback as a part of learning is important. If you are required to give
comments on other’s work, then you have to look up the expressions or words.

Lack of confidence in their English language competency levels made it difficult for

some students to provide feedback and comments in English.

(S39)

HOZ U0l SRS AFEEE Hlite MAS ot¥SLICH 2 HES0 Ciot 2
2 & UXSHOLAE 256t Al 2FNeis2 2 L ot & UL

Indeed, there were many students who studied very hard. I wrote a short comment on others’ work
as I read. But I couldn’t give comments on all of them because I am still not good at English and a
little bit shy.

ro

HE

i

=

(S7)
CHE =ZdS2 WE0 RUELI AS S0HE HElle 20l X2 @i

It was not easy to give comments or opinions on peer’s work in English
From S19’s example, and others, it could be concluded that sharing their writing led
eventually to students wanting and expecting to receive feedback. S19 actively sought
comments from others on her writing.

(S19)

M= MOIU=sign S SHMNM MO S =JUSLICH 20 S0l E=2ct HEt
MUALL 2~

| found interesting signs and uploaded them on the board. But there were not many responses. It
seemed that | was the only one who found it interesting~.

Getting to know one another better, forming emotional bonds, made students want to
know their peers on a deeper level. Emotional connections provided a way of forming learning
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communities. Exchanging comments created ‘a bridge’ among some classmates even though
they had not met during the course.

(S19)

CHE SMSS HZEH M=K JtE 238 A 0| XA £=20ICH

‘Introducing yourself’ is the most interesting assignments as | really want to see what others say
about themselves.

(S7)

S E=2H 00| Lk 2 422 HE2 224210IA 20| &oH [

By the end of the semester, some of my classmates and | have become so close to each other to
the extent that we meet offline.

(S8)

CHE ATES2 2t 28 S & 5= Q= HDJIIF DI UL

It gave me an opportunity to take an interest in and pay attention to what other people think.
4.1.3 Technology
The use of technology in the delivery of the course was, for some, an effective learning tool,
allowing some to even face and overcome their fear of the computer. A few, however, were

challenged by the reliance on technology.

4.1.3.1 Advantages
4.1.3.1.1 E-learning Environment and Information Technology
Students, over time, began to use information technology, which was the foundation of the E-
learning experience, to research assignment topics and help improve their English. This led to
other ways of learning and had a cumulative effect as the course progressed.

(S44)

CIHU S Sol X2 28 A= E &S 5= UJUALL

| could find a lot of relevant information on the internet.

(S15)
IR JtK ME (N REs M2 L XAS T A2 AIOIES AMols HE HSE &
UAL...
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I mastered how to look for variety of useful information and knowledge on English websites.

(S30)

Sll= 22 AMUO0IZ2I ot XIGt 2 EE2SUHAM E&otl &5 2
2 A EsLt Xs N S8 =1 J2 otXIeH O
HEo| MEoh S =2 ME 3% 20| &4E = AS N &sLILH

Although we live in the information age, it is not easy to find the much-needed and accurate
information among a sea of information on the Internet. Since | am taking the English course, |
think my Internet surfing skill will improve a lot by experiencing it.

ol

ﬁ

(S41)

MNINRINNME HS HEol E= A0/t Il 2FEAE D HARLCH AHE Xt 2
T A= NAVER Z2M0IM D] A0HM 2SS ZE0tH #0030, 8IS
http://www.bizforms.co.kr/ AFOIEUHA 2K IIAIHAE E JHAI T2 0EA O d JHA
HlEzs dEotAlt JdU 2 H0IE I HR =01 el E2 &= =X UL
It was very difficult and challenging for me to write a self-introduction in English, because | have
never done it before. | searched for some samples of self-introduction in English on websites. |
also downloaded some examples from the website (http://www.bizforms.co.kr/). But it was not
that helpful because those sentences were too advanced.

(S38)

Make & Get 2] 2134 0{ 72 & J|,... shopping AtOI E 2| comments £ Ct S Xl 0 Cte M &
The Match Made In Heaven(& é‘iodz) Olct= R 28 H= AT S,

Looking for verbal phrases with ‘Make & Get’,... I searched all reviews in all shopping sites
Thanks to them, | found a wonderful expression “The Match Made In Heaven.”

Ol

HT

(S17)
ZAOIES] HMOZ OIGHA B2Z SAULZE 2ol XITE ZEE AIEHS
OlOFIIE 2= JHA SRULE ... A 2E R J|HE2 0|0 |I== 8ol = =

UAHAAM EUD, SAH IIMNE AAZ Ao = JI3IE It M ERULE

By searching websites, | found seven real stories of people who have really been cured by
music therapy. ... It was good to read miracle stories of the celebrities in English and to
translate these articles into Korean by myself.

(S27)

0= &2 MOIEE SollAd A3 44l SR HAM 142 X0

Studying through English websites made me to learn various common sense. That’s ‘Killing
two birds with one stone’.

The use of technology to respond to assignments was, as much as possible, built into
the curriculum. In week 8, the internet technology was embedded into the curriculum by

asking the students to use an e-card service to send the instructor an e-card.
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(S45)

SEMENEZ El= SdHl= R & LXCH H2Z2 AsHOICH =S
otA=LICH

When | found out that the assignment was to send e-postcard, I shouted, “Wow! That’s great!”
and “it’s indeed dynamic!”

(S2)
=YSS 0 20| ®2I| ?lol QEHHA S &S0t UE XO0I2E It ELHE Bl=&t
HE S ZO0IZ20tA UM 2 == Soll 80 2 SFIHEHUEH 2L

When | was doing the assignment to find proverbs, | searched the Internet to find as many
proverbs as possible and even to find other meanings or similar expressions. | have studied more
widely than required by the assignment.

(S4)

UIOIHOIAM XA ElHe LHEW 28 SH2ES Z0t2J| % ot, LA 0l
OITAFZHOl CHOH Al & 10 21GHL], Grand Canyon 2] M £ 2 =

AMol¥ =0, 2=2 0t= 2Httst LHECtS g§= == S0l 21K Ot B Lt

The assignment was to send an E-postcard in English to someone that | know. To do this, |
searched websites for sentences | could use for a travel postcard. | thought about what | should
say for a general greeting. | even looked for the weather in the Grand Canyon so that | could

mention the weather on the postcard. However, | ended up writing a very simple content.

Some students commented positively on the fact that online learning was not

constrained by considerations of time and place.

(S26)

EolU L0IA 26 X20A HS 2= 50| Ot LE2C =2 2 AUJ=0 s
Ol 22t0! =2 UM & 4= U 202101 =L & =10, JLI0F EAl HAlIS Xteld
Ol UHNME M= = ULLIIES N E0I2..

For a couple of days, T couldn’t make it to off-line classes because | have been sick. However, |
could log onto online class whenever | feel better and could finish my homework.

4.1.3.1.2 Computer Skills

Students are likely to learn and use other computer skills to enhance those necessary for the
online learning experience. For example, they downloaded each lesson to an mp3 player so

they could listen to it as often as they wanted. A majority of students reported that they used

an electronic dictionary or web dictionaries.

(S42)
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ZoALHES mp3Z MEHA 0ef B ==L
I downloaded the lesson in mp3 format and listened to it several times.

(S12)

HS= 2= H0 =(gastroenteritis. intolerance. Appendicitis. precautionary S..)
HIOIHAIMHM ESEINZ2 O] H SULHL =3SotH 2, X0, A2 HHE L,
=Zotl L 1. HS B=UCHE MR Hl A e HHE Ss5€ = JURULH

I listened to pronunciation of new words (i.e., gastroenteritis, intolerance, appendicitis,
precautionary and so on) using a web dictionary several times. For the recoding assignment, |
wrote and read the script aloud several time. Then after recording it, I listened to it. | repeated the
process several times before getting a satisfactory result. Maybe that is why | could memorize
words quickly.

o
ju—

As I didn’t know how to upload a picture (I tried to do it but I couldn’t.), I just wrote it on the web
board. I learned how to do it from peers’ feedback (That is the very collaborative learning method
by experiencing.).

(S16)

e EEE X5 =20 20t US EX BXotth
I

| feel so good because | am able to type in English a little faster.

Students reported that they have learned how to record in various ways, and their sense

of achievement was enhanced while completing these difficult recording tasks.

(S39)

OE ZEZ2)H=S 0|2 =30ot= H= IR M oOF CH EH SFE otHA B FEH DK
B Jt= RSO0l LY.

I have to learn how to record my voice on a computer using other programs than the one provided
on the board. I have learned English and how to use the computer as well.

(S5)

HSL=Z AFEHE MEGHH =Sot= Y= BEHSoH0F
MS olE2= MOt &0 & OIRULCH

For the first time, | learned how to record through a computer. Even though my recorded voice
was very low, it was just amazing.

52

Ch. Sacl JF & = AKX et

4.1.3.2 Challenges
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While the E-learning environment led to an easy and interesting learning experience for some
students, others found it trying and difficult. For a few students, the new experience of reading

and absorbing information directly from the computer monitor was challenging.

(S9)
OLZIC QIMON IO O =5t MICHRIXI2H @LIE A 31D1S BOIA BH= +240]
OFXITHXIE 125t & LICH J2ILI Xei5] 8t S G L2l Zoi5| ARG 20|

SH ELULLeME =22 20 E)= 201U 2UH & UEE = A0l Ell= A

2= HoldlE M =soi X & ZsLIcH

Still 1 am familiar with print media rather than reading a text on a monitor like this course. So the
learning speed is slow and required a lot of time. | know that reading a text on a monitor is almost
like reading the printed text, but | didn’t get used to reading texts on a monitor.

(546)
Read Signs2 Olofi Ot =0 CHE A1 S ’%E Ol Xl &Z0tA tHIE =2lXl ZUELICH
HS Olsold UHAMOIE EES M 2=2001 & 8E0HE 2R

I understood ‘reading signs’ but it was dlfﬁcult for me to find more signs (on websites). That is
why I couldn’t finish my homework. I am not good at internet searching, so it is difficult for me to

find something on the Internet.

S44 did have difficulty using the recording software. However, she proved to be quite

able to adapt and to learn how to use mp3 to complete the recording assignment.

(S44)
Sd=sSsS oo ot=0 HMEN B2 =310t UAE A2 E MeE 82 =RtsUU
mp30ll =SS &t Ites 2 ot OIS MESL A0l AHES S0 ROl

sAsLICHL
I had not known a recording program was provided on the web board until I clicked the board to
upload my homework. I didn’t expect there was the recorder on the web board. [ used mp3 for

recording.

Even those students having the most difficulty with the recording technology were
pleased with themselves for even trying. Guessing that it would help them with their speaking

practice, their attempts to use the recording technology increased their motivation to try harder.
(S11)
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=Sot8A 230l ABMD AN HES HHE0 2L HEZ 2/ &2 20t
EULMACZE HE Ol HHIEJAUSH Dot= ES0l X 20t ESA 20
While reading aloud the script with careful pronunciation for recording, it seems that I memorised
it naturally. It would be helpful to improve my speaking skill if | could do this kind of assignment
continuously.

(S5)

T = =M o 1S 0120l MM 2 BHAI OFXl = Al2H0l & Ofl HIoH = UL

Again a recording assignment 7T 7m* This is the third time | have done a recording assignment. It
took less time than the previous one.

*T7.77” is a code to show you are sad or unhappy in Korean, which is mainly used in technology
meditated communication, i.e., computer chatting, cell-phone messages.

4.1.4 Learning Strategies

Learning strategies are defined as “specific actions, behaviours, steps, or techniques - such as
seeking out conversation partners, or giving oneself encouragement to tackle a difficult
language task - used by students to enhance their own learning” (Scarcella and Oxford,
1992:63). O’Malley and Chamot (1990:44-46) classified learning strategies, depending on the
level or type of processing involved, into three categories: 1) cognitive strategies “operate
directly on incoming information, manipulating it in ways that enhance learning”; 2)
metacognitive strategies are “higher order executive skills that may entail planning, monitoring,
or evaluating the success of a learning activity”’; and 3) social/affective strategies represent “a
broad group that involve either interaction with another person or ideational control over

affect”.

In this study, learners applied different strategies. The less advanced students would,
for example, read others’ assignments before posting their own responses. Others would go
over course materials a number of times, exchanging feedback with others on the bulletin
board and through e-mail to better understand assignments. The data show that students
continually developed their learning strategies during the progress of the course. For example,
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learners began to improve in self-discipline and to develop their time management skills. They
noted improvements in their English and became aware of the importance of learning actively
rather than being passive recipients of knowledge. In addition, through evaluating their
learning processes, they became aware of the influence collaboration had on their motivation to

be successful language learners.

4.1.4.1 Cognitive Strategies

4.1.4.1.1Note Taking, Repetition, Memorization and Translation

Throughout the course, students continued to develop a variety of learning strategies: some
made notes while reading their peers’ assignments; others used English pop songs to
understand the materials; still others used the feedback they were given; some listened to
English radio programs or watched educational programs; and some students kept a

diary/journal in English.

(S23)

S HAEEH LY o=, A0 U2 = 220 YA UL

Usually | do assignments on Saturday or Sunday. It was good to take notes of the lessons during
the weekdays.

(S2)

N=HelLere] G0 CHolofel.. .0l 221 E A6t &t JHA £2 s201 8ALH H =
DHHIOIRIIE e S0z U2 P N#E=2 S0 Y

ZOICHOb:= B2 SUHEHAH X2 HHE LBl X & 31| ot 2 20tA ECH CHOI Ol 2l Ol
el 2SS 22 S0 E 28 Zote AME 20

2 1o
Qﬂ
1
y
=
o
I
o
la
e
0x
o
1A
rr

Keeping English diary of my own...I got into a good habit after taking this course. It is to keep a
memo in English, which was also the first week assignment. | could not forget those words. When
I read these English memaos, | feel like 1 am good at English.

(S42)

OH=XF Li2tel Z oSS etSJ1'e W S22 "I 0L

I made weekly ‘lecture note on my own’. This is my secret studying method.

(S41)
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Chickenpox = ==Xl 2 symptom of chickenpox, medical advice, folk remedies = XAt4!GHO)
ZHO=2Z 0tE = BHMIACH LIOIA OtE A2 oAl = stuf=d S 40l =20 e
HOANOIES UWEs &=L MELlote =F22 HEH 0 T

The assignment was to write symptoms, advice and remedies about chickenpox in my own words.
It was really difficult for me to do that. So, | was just satisfied with only arranging the content by

categories.

OF T A

(S37)
DHRIZ SHo A Ol OIS Al BHESIMADE HSRUCH Hoje LelotH M & 22 Let

NEle 2852 Z20toilM Jddd X 20 SHSRE S I S22 01Edi A ot= 21 0]
HMHE LA = SRYEHOX T @ECH= M2 oA ©I UL

Again, | used some pop song lyrics for my English task. Generally, | do not like studying English,
but 1 like listening to English pop songs rather than Korean ones. | realized that, when | study
English, to use pop songs might be a good way.

(S18)
FHE W IIBS2FMECLLEBS UEEEE SEH== ERIHUEENO= O s=0
When | am behind the wheel, I tend to turn on the radio for an English radio station.

Some students matched vocabulary items in the two languages, Korean and English,

and practiced and learned how to express Korean words and phrases in English.

(S21)
A0 8= 5 Jtd AJA=0 018 D2/ E Solf M "Antarctica’gt SO 2t & Il 22
R0let= E8 QI "must see” destinations & 24 & ALt

I really want to take a trip to the South Pole some day. Through this week’s lesson, I come to

learn the words like “Antarctica” and “must see destinations.”

(S19)

That's a rip-off! (O H BEOFXIUL), LHOF BEAAIOff &M= 2OIH Hof
EUD..

That’s a rip-off! This is the expression that | often use (in Korean). It is good to learn it in English.

El

o2 & T

Some students still seemed to be influenced by what they used to do in their earlier
school years such as focusing on linguistic features such as grammar, pronunciation, and
vocabulary rather than on the way language is actually used. Some students relied on

memorization and translation.

(322)
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I tried hard to read the materials on my own and memorized them if possible.

(S35)
=) 285t 2E=2 2R= A0l UBHe e s &Y = OfL.

One of my methods of studying English is to memorize simple and complete sentences.

(S18)

AT SIREH HSsHSLIO... HHE XD A S ot RN K.

I just practiced listening at first...then looked up words in the dictionary and translated them into
Korean.

(S46)

HdHME HAsI0lE HASBO0l AN =et2&
ZECE.

It was hard to translate all the materials in Korean. So | focused on translating the main
sentences in order to understand the contents.

S22 A otHH LHES Ol oliof

ujo

4.1.4.2 Metacognitive Strategies

4.1.4.2.1 Utilising Time Management Skills

Internet Communication Technology (ICT) was an integral part of this course; students had to
familiarize themselves with the technology. The data show that this then influenced the way
students allocated their time. Students planned their time around specific details of each lesson.
They seemed to complete their assignment on weekends, for example. And they soon learned

to use their spare time effectively and efficiently.

(S25)
FTZHHSEEGH He A2 22 Q@AM 0] AN S22 ot= Ue & JHAl
OISt UCH H HM, HH AIEO| Sl HME BN E2FDE & = QUL O 420t
=10 HHE OloHE =RotH El= BRIt U=0 28 I CHE A2 HHE B0 Y=
SIIZ ot WHAME BEHMH (M JHX OFOICIHE 22 &= ULEH & HMH= eI H Ol
AEOIXICH LR @& AlZF LIEHSHXI | # 20, Ot& Ol 2 HLEA XGHA e HIIE
OtAIH A Gt SHsH= 8t =2 02 ot CHAl A& GH=dl, & 2 &0

I usually study English on Sunday mornings for two reasons: First, | can refer to homework
posted by peers. Sometimes I had difficulty understanding the lesson. In that case, I read others’
assignments to finally get to grips with the lesson and get many good ideas. The second reason is
a somewhat personal one: on Sunday mornings, | tend to become lazy. But while taking the
course, | try to get up early and do homework over strong coffee, which is a nice way to wrap up
a week and gives me enough energy to start a new week.
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(S39)

time management Jt Jt sl S Ch= (I
H2ot= HXO| MACH oLt 32 Hl=<&t A0l 28t
2 HHE ZOI0FM2H O 22 Al2t0l 2H10F &I AL

Taking this course helps me manage my time efficiently. I have developed a habit of reading
relevant topics and writing down memos in my free time. For example, the topic ‘Health Care’
was so demanding that | had to spend a lot of time reading and looking up new words.
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(S15)
Z=0lctE Olelblel HME LM 8NN Sele 282 AL
| try to log on to the lesson and do homework whenever | have free time so that I don’t have to do
all the homework all at once.
4.1.4.2.1 Monitoring and Evaluating Their Learning Process
Students reading of their peers’ work helped them to self-correct their own work. Some
students evaluated what they had done and how well they had done it in a practical and critical
manner during the course. They noted improvements in their English and were aware of the
importance of learning actively rather than being a passive recipient of knowledge. They

tended to evaluate their learning process as effective when they felt they learned a new word

or how to express their thoughts and feelings in English.

(S16)
AHOIB] 21212 A0l 1S S= 20 C HS0IXI2H0IH 22/= A0 22l2ts & Qo<
CIEADIX BE 2 D= 20| CIE M2 £0(2Hs M2t0| ECH RA L0
XIIZECH st50l2te A CI2 26D 20| CI20H 202D 2 st ST
226D, EMED ANED S 6t SO U HESS 610k 612, 6HAl L2 ®
2200 MHE £ i THAUS 20l BOUM HS0Es ARS £0ICets
M2tS BH AT ALAIOIX|QF Bhes 24| QIZ=LF S H Ol IENDIRIQl £ DF Z2bA LIt
Sl= 02 U2 HS US £ US AH0l2ts M2A0| SCH L2 AIZLS 20H5H0 DHIZ
SHLHOF RHCHBH S| JF XILIY Q0 Al240] 55 LIOFKI 2I2Hs JITHE 230 Bh= 240
AFALO|CH,

Even though it is first time I have taken an online course, | find it quite new and different from
other classes that | have taken so far. In particular, unlike other traditional classes, this online
course promotes students’ self-directed learning. My first impression on this course is that the
various required tasks such as searching for information, sharing it with peers, writing, reading
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and listening seemed to be ‘annoying’ in the sense that if I do not complete these tasks, I can’t
move on to the next lesson. However, unlike a traditional class which requires students to
passively memorize the lesson, | could learn a lot from my active participation in learning. | spent
a lot of time doing the assignments. When | finish the course, | hope my English ability will have
improved.

un

0= 2=X0IXE SR 2 XS0l He =2t X0 Helol B2 E [, XIA0] L 20l
|

When | remember every little thing that | have learned, | realized that finally knowledge has
internalized.

(S35)

FHUNME HotH &M 22 Al2t2 BXSHEX S0 SF6t
AAZ NAAEN HSot= 2 2L

Although the actual teaching time of the course is relatively short, it seems as if | come to learn
naturally how to learn English by myself.
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(S40)
M2 SH, M0l el= 2ctkel 22l= LIEioi XID| & XIeH BHHE AAZ 26t
dE S 2AFI| T st

rr

Although an online course might bring out laziness on the part of students because of less
regulation, control and constraints, this online course helps me learn how to study by myself.

(S45)
S At AKX EES RUAMOIMEOE U= S0 E A 20 O 0Is=
the=ol dE= diddots 2101 OfLiet (42l 2|00l CHoll & =toll = == UL, G Al

2 2 0tOF of= LH=0ll CHoll & == UUI| IH=ZO0lct 42+= T

| enjoyed searching for five tips for travelling more than before. The reason was that this
assignment did not simply ask me to translate materials into Korean but gave me the
opportunity to think about the meaning of travel and to learn information that | should have
for travel.

(S1)

SHEHA 2= HHE0| UAT O HAHIIH EHILM 20| XFH =
AFHEIIE.. 222 22N A S 221 6HXI18H DS M0l HIotEH LIOHE Al OFE Tt
If I come across unknown words, | read several times to guess its meaning in context without
looking them up in the dictionary. Even though | had to look it up in the dictionary eventually, |
feel like my English is getting better.

(S3)

SO SHS ASE (= 0EH AIRS 50 SH=X LZRAO BRoRetE
AIEEBHOL IS A £F2 G101 WELI R 18 S8 2 S0/ LD D& 22¢
HESE Q0 28 4 UAS AA0IACH

129



At first, 1 did not know how to write a sentence in English. But when | wrote a simple sentence
and kept revising it, | found that the sentences that | have written in English seem to be quite okay.
I have also learned expressions I haven’t known before.

(S18)
Ol & 0l adventure travel 1t ecotourism Ol 2ol A AHEH L H =l 20| & D120l &=L,
OFXI WHIE ot H0OF LA SHAZ JIAME BHES —IHI ecotourism 0ff 2t&t

LAZOIRACH (IR LE B2 A X AFE S0 H "LHOF I 2 S HOF~~"2t 1) Zotl)

ASUS . BT D)0 SR}UE XS A MAHED 2H ZLIFHSE EULH

I could remember really about the content, ‘adventure travel and ecotourism’ which I had

learned in the course. Soon after posting up my assignment for week 9, I read a newspaper

article about ecotourism. How glad I was! I wanted to tell everyone around me that “I wrote

about the same topic like this for my homework.” It’s rewarding. I felt good that I read what

| have studied in real life.
4.1.4.3 Social/Affective Strategies
4.1.4.3.1 Using Prior Experience
Students tended to use their prior knowledge to understand the content and devote their
energies to understanding the form of the language being used. Using their prior
experience and knowledge helped to reduce their anxiety and to encourage themselves in
taking wise risks so that they were motivated to learn and use English in real life
situations. For example, when the subject interested them or the content was relevant to
their prior experience or had a connection with a real life situation, they tended to choose
relevant topics they were interested in so that they linked their experience in their real
life with their learning. S22, because she had knowledge of ecotourism and adventure
travel, had a keen interest and easily understood the article.

(S22)

SHHIOIE MIHIZ = &l 2= 21O XS U HELIWH, HHAEN 23E ol=

&S S& oligtE e et adventure travel Pecotourlsm S0l MKl 2

HEoIH =2 £ = JAUSLICH

As | was reading a book about travel around the world written by Han Biya, | did not hesitate to

choose ecotourism as my assignment. Because | miss to have an experience, getting together with
local people and learning naturally culture.

1) ecotourism =
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(S9)
L ESE20(SSXZ)2 HP H20| &= A 20t =T
The reason | chose this is that it is closely connected with my major (music therapy).

(S34)

complaint, tKl= SFE O ot EHSACH AHA JtE LHOE & S 2401l CHoH A Ol 2 & 0
UAIN0ll 2445 A2 OLLIALHE AIOIEN SOHItM 2 =mAt8 S0l 2 XS 20 L2
HI=olCte M2 = OULCH AtE At 22 O CILE bl ==st 24 2L

The ‘Complaint’ task made me study more. In fact, I had similar experiences about things I
bought, so that I felt familiar with this task. I read complaints about the product (in ‘reviews’)
which foreigners wrote (in English) on the site. | thought they were just like me. People are
almost same regardless of where they live.

ﬂllﬂ

(S16)
HES2 UAS HO T B20l, QA0 AFR AN ZI12 0L AFE S0l 2O Flu 2
ZHME Holl OFLLCH.

There are a lot of unfamiliar words about ‘diseases’. Lately, there are many people who caught

cold in my office. I will choose the topic ‘Flu’.

i

(S18)

‘stretches’ H| & S0t J| 2 & 21 A E 2| &l Minimize Risk, Dress for Comfort, Use a map, & 2
H=0|XICHt BEE 6IHA CHAl 8F B MG EIUD B EHRsHAS0l2 (eI XICtH
MOIUAASLICH

‘Stretches’ basic stretches for the flight! Minimize Risk, Dress for comfort, and Use a map, these
seem to be small movements but I thought them over while I was studying them. Although this
reading material was difficult to study, it was interesting because it was essential.

(S13)

LH 2HSH0IA 2OE S A2EAIH LIS ofcd 0 UCH

When | do my homework, | tried to connect it with something that | personally obtained from my
life.

4.1.4.3.2 Becoming Aware of Peers’ Feelings and Thoughts
Exchanging feedback, the students discussed their emotions, and they began to help and

encourage one another.

(S1)
22 s)|MS)el M2 ZeotHA ot= A0l MollH= 22 =30 & J|% &L
Encouraging each other was very helpful to me.

(S4)
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HAIZt= L Ch= MO 20t &S0, Y S SSet
OtLIdl... CHHOICH..

Most students said on the web board, “It is really challenging and stressful, because there is a lot
of homework to do. Almost every day | have to study English.” Thank God, | am not the only one.

Ctid.. Ligk e A

]

(S15)
XIZ2DK OSSOl HAITN MM St 2SS0 BHES &#Dots 242, DM Masts
O e 2 =20l ASLICH EaX s2etlie B 20= M sthhe 20 0=

defie A Z2sLICH
It is very helpful for me to refer to others’ work, when I do my homework. It gives me a feeling
that | am studying together with my classmates, not doing it alone.

-r—

SHE LI TIE AIEES2 & UL of il
HCH OO AJI0 Liet S22 220 b~
20l LigH e A2 OtLl =Lt

When I had a problem with homework, I clicked in ‘Question and Answer’ to find answers to my
problem. There were already same questions posted on it. | felt I was not the only one to have

problems with homework.
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(S47)

CHE =20l et UHE 28AH O SHTLCH.., A2 FHEWZ Z2tA 0 E 0l =0l A

o

I had a lot of fun as I rea orks.... Some chose items with reasons. When I read them, I

can relate to them.

eers’

s

4.1.5 Motivation and Attitude

Arbaugh (2000) found that students were dissatisfied because of the lack of social interaction
and collaboration in online learning. This dissatisfaction with online learning can be seen in
high rates of attrition for online students (Chyung, 2001). Furthermore, Tsai et al. (2008)
stress that students are satisfied with an online course, when they feel a sense of community
and this has a direct and positive influence on students’ participation and interaction. In the
main study, 67 students registered for the course. Of the 67, ten of those never actually
participated, never submitted any assignments, nor exchanged any information on the

available messaging venues. Of the remaining 57, two submitted acceptable English scores —
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TOEFL, TOEIC, MATE (see Tables 3.4 and 3.5 in section 3.5) and so did not need the credits
from the course. Of the other 55, 47 students completed the course and an attrition rate is just
14 %, which lends supports to the comments from most of the students completing the course

that they had a positive learning experience.

4.1.5.1 Motivation

4.1.5.1.1 Effect on Study Habits

Students were so motivated that they did extra work on their own, interacting with family
members, friends, and their peers to learn and improve their language learning. The data

indicate that students developed the habit of studying English regularly.

(S9)

SUHE MY L= L0 FINHZ HEN, #AHCE BFE ot &0 B2<otCH

I am very satisfied with the fact that | developed the habit of studying on a regular basis every day
or several days a week.

(S34)
Ol =0l H2 AlZtE XL, 01 0HE S 02 of= 2 Z0tA

I invested so much time in this course. | feel as if | am studying English almost everyday.

(S12)
Ol UHNE A3tot)| RoHA B D=0 7 Al2H LRI 10 Al2tS EXtot=E A 25 LICH
To complete this task, | had to spend 7 or 10 hours a week.

(S22)

S2ECZ U HAEHUEMEE2 =
OlM=ot20 & Xt AMOIEE SEUHE=
Habitually I give some comments on others’ work on th
several times a day... Ha ha

S

bulletin board and log on to the course

(S6)
Oldl= 2t SO0l S=O0ICH 0l == 0™ 22| It SctS..ot 10 JIChed &
Now, I am addicted to English completely. I can’t wait to see what is coming up this week.

4.1.5.1.2 Effect on Prior Knowledge and Experience
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When assignments were connected with their experience or their prior knowledge, students
seemed naturally to be more interested in assignments, as mentioned in the above section (see
section 4.1.4.3.1). Topics which were relevant to students seemed to make it easier for them to

engage actively, even enthusiastically, in the language learning experience.

(S27)

Ap&Ie] k0L LH XHATOfl CHoll ZOr2HCHD e, et Hl 012 %0l 2ASLICH
I would say that | am getting to know more about myself and my disposition through this course,
which interests me a lot.

(S20)

tt Chickenpox Ol CHoH M S S oHRUCH HEMH 21 =5 X=20] OtAE =0l & ™It & O
SOJUCH A HSAE0 A2 =5t Al HESAAS0| UHGUA=X S SAUL

I studied about ‘chickenpox’. When I was young, I had suffered from it, which left scars on my
face. But | was too young to remember (symptoms). | wondered what symptoms it had.

(S42)

OOl HIEY2Z EHHAS I ZIY=0 0lH S0 22
TS0l &AL

I am planning to go to Vietnam on my graduation trip this semester. Studying English with this
topic was a great help to me.

FOAL &2k X101 B2

1]
ol
ro

(S44)
20l U= FHE 1S = Y. OXS Helotetd ot 2 AN H=H 0 &3
TR,

I become more active and interested in lesson when | was required to read the materials that | am
interested in and to summarize them.

(S7)

St ofH, I 28, & A0 4DI6H012 AEd A 20t otChHIt E0I122
FHZ =0lotx EUHZ HSol 2L JHot= Al2t0l =3 SLICH

Studying English used to give me stress because it reminded me of grammar, looking up words in
the dictionary and memorising vocabularies. Nowadays, studying English is like playing a game
with English in interesting themes, and the time spent doing assignment is fun.

Students acknowledged the importance of understanding culture in language
learning. S45 expressed the view that the information he learned was useful in terms of

applicability and practicality for a real life situation.
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(S5)
AIXHOI CHoll B Sote =2 0t RSALH 0 et 2258 =5

& AL

o
b2

Ol

The tips for adapting to jet lag were very useful. | got a lot of practical help for travel.

(S45)
SHLIO Q1012 BHR = 22 1 Liztel 2512 0I6h5ts 20D 8 JH0k SHCHs 242
24 UUCD, AMBUN BB & U= HOI0A HS ES0| EACHD

| felt learning a language is to go along with understanding culture. It was more helpful in
that | can use it in real life.

S10 focused on the content, travelling, of which he had a lot of experience. He wanted

to share his experience with other students in spite of what he felt was his poor English ability.

(S10)

Travel tips AFOIENIM &= H2 20|22 LISUZ Q=0 015” CH,I oA A2
AMNHXMLSHM L2 MXAE SUHA 3=

AZXeH 2 0 230 SMRI10F 400X et O =L L.

I wish I could share a lot of tips from my experience which | obtained from trial and error
through travelling around, and information from web sites on travel tips. As usual, | stayed

up all night (to do assignments) because of my poor English... I felt my work left a lot to be
desired.

4.1.5.1.3 Effect on Task Completion
As the course continued, students’ confidence grew. This was particularly evident after a

student had completed an assignment to his or her satisfaction.

(S17)

‘AMEIN3IE0IH SEE S X
HS0l XAII20HM S&E & = st %E xM ZXE-I LI, OItHOHE PATA S e =
el EU0H W XHAI0I T SIJUCL SHY ME22 HES IR=
A1J1oHD MO AT

As the old saying goes ‘The sparrow near a school sings the primer (=Practice makes perfect)’,
my English ability has improved within 7 weeks! At the beginning, I couldn’t write even one
sentence in English in my self-introduction. This time | had a bit of confidence and experienced
less difficulty in doing assignments. | was so proud of myself. To learn new expressions in
English is always interesting and amazing.

ry
>
40
g

(S19)
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grotel A0l Lhe] M21= HOlOrol=0dl 282 HHE A 2t=H 2o &0l 60 & Xl
g 80l 2ot sUCHL 2= Hetld, EF2 SEE GIE A F2t2 EJ[JF A1
S0t BH AU =S 2= Bs = UASA E2 420l SUASLICHLHIS
FE0I MUHZ XX = F20I JASKete W ELZ2 8 s0 BAl=E MAe=2 =
ofAst XS HHECZ U2 =22 B E/AsLICL 2F ot UL X8, el =8
A5l S 20 230l AHL SO ANIN 2SS & 810110 6t LEA
Mctotdd ) ==ol 2/AXE D= 018 =35 Hsk et A2t 3= ofl 2 EJASLICH
ObA E 810l Olefot Xt HEEH EJ1Jt A SLICH

How could | write down my thoughts in English! But somehow | became confident and thought
“Just give it a try.” After studying for a few weeks, | had a little confidence and courage and wrote
down my thoughts in English one by one. Although some of the sentences were grammatically
wrong, | made up my mind to do it by myself. At first | tried to figure out the meaning of English
materials, and to make English sentences based on them. When I finished it, | was satisfied. Then
| started to do a recording assignment. To practice pronunciation is always difficult. | listened to
the pronunciation from the (electronic) dictionary repeatedly and practiced it. Finally I finished it
within an hour. Even though my English ability is still very low, | have more confidence than at
the beginning (of semester).

(S25)
SPABO OS] 2 SsZES Soll s d
g

Most of all, many varied learning experiences gave me confidence...

(S29)
LHOoF 3 &et 22 S0l AHalol AL

Because of my experience in this course, | have become more confident in English.

(S28)
Mol =2 (2CHEGHD A2 240 4.

I really want to do a better job for the recording assignment than the previous one.

£ |
D UHA === J10Ot

I am so surprised about my improvement and the fact that | managed to complete tasks by myself,
whether a lot or a little. At the beginning, it took so much time to look up new words and to write
in English. Now, it’s getting easier. I look forward to the remaining weeks...”

As students practiced and became accustomed to writing in English, their confidence
grew. The best examples of students’ growing confidence and willingness to take risks using

English are their journals. S36 assessed her English ability as ‘improved’ in the course. She
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even wrote a short memo in English. S24 wrote her journal in English using the expression, “I
have butterflies in my stomach,” which she had learned from the previous week’s lesson, she
was so proud that she had been able to use the expression in context. For S41, the course
allowed her to develop ways of communicating, particularly in English, in the multi-cultural

environment, namely, Malaysia, in which she found herself.

(S36)

Today's beautiful day.~

I'm think that my English skill is increasing.
Thank you so much. professor!.

(S24)

Whenever | fill out a landing card, | have butterflies in my stomach because | have no idea what is
correct or wrong. From these experiences, | learned many words. My heart is full of pride. Next
time, | will try to speak simple English on a foreign airplane.

(S41)

...The internet connection line here is not so good. so | could not search the web as much as |
wanted. And also | prefer reading paper instead of computer screen. There is no a printer here so it
made my study a bit difficulty. But 2 weeks later, | will be at home.

Anyway, learning English helps you to communicate with people from other countries.

Here | am in the multicultural nation of Malaysia, | use English to speak Malaysians to understand
their Islamic culture, religion and language.

That's why we have to learning English! It is an amazing language, right?

4.1.5.1.4 Effect on Collaborative Environment

Learning not only English but also computer skills tended to affect students’ motivation. Most
students found that the collaborative nature of the way the course was set up and delivered,
encouraged and enhanced language learning, enabling them to want to engage in active and

positive ways to share and learn from each other, to create a learning community.

(S1)

Ol H S0 SFE ot MetHle 2 Zele d21E SULHL =800 2 LA X
Zots B0l = AIZH0I= SAILE Sl OHE ot 220t O E Aot 1810|
ROIEEE &2 Rotd B=HO2 UAl €HEetd 2ot REHME =82 22U
Ot B0 EAASU OIEN == S8 Z =TE A2 UAl B=otH =2 =5 UL,

—
w
-



EEE=A2UESYES0 SRt HEX HJotHM CHAl 2l 2 == A= I3]0t
S A 2) H2LLICH £ OHE B2 ALILL FASUHAH BEHFHH HE
OIOFIIIX], HE N oHAoHOF ot =X ZHE S == UNH EJUE 2 25LICH

It seems that an online course is suitable for me, because | am passive and introvert. Generally, in
a traditional off-line class, I have difficulty asking questions with worries like ‘what if I would be
wrong, or make a mistake’. So I finished courses without asking some questions. However, in this
course, I could repeat lessons, and have references from others’ work and have time to think more,
when | could not fully understand the lesson. If I hit a snag with homework, I get help from my
sister or friends to finish my work.

2
2 H o

= 02 ro

a

[

| feel like taking this course one more time. Even though surfing English websites for studying
instead of reading a structured textbook is difficult, it is fun and piques my curiosity. It is true that
I had interesting experiences during this course. Simply, my fear about English turned into a little
confidence in English. That was great progress, | think.

(S42)
+g0l &0U= 2 20t = S0ISC

It is so interesting because the lesson seems to be interactive.

The collaborative environment, i.e., exchanging feedback and comments between
teacher and learner or learner and learner and reading peers’ assignments, also had a

significant influence on students’ motivation, as the above section 4.1.2 evidenced.

(S29)
Ht2 g= = A= BII [UE B ZC A== 3L A0 S HAZHOFX...

I felt good to receive teacher’s and peers’ comments. I will log on to here more often.

(S31)

UE StME2 &2, el 2 oAl
AAZE K= HES JHEA 20H
Feedbacks from peers and the teacher on every assignment... These are things that made me think
that I shouldn’t drop out of it. If I do, I become a loser and it would be disrespectful to my peers
and the teacher.

wag. 6IIM J2tE=2d2 o2l OtLI

rr

4.1.5.2 Attitude
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4.1.5.2.1 Changing Attitude

Students showed a remarkable attitudinal shift during the course, going from negative to
positive as the course progressed. S33 mentioned that she was soon looking forward with
excitement and enthusiasm to completing the assignments. S9 experienced a change from at
first feeling that the assignments were burdensome, to seeing how it was actually good
practice and helped her to improve her English. And even though giving feedback was not
compulsory, S20 put a lot of effort into this approach as it was helping her to improve her own

writing and speaking of English.

(S33)
OlgHE D0 SHZ &= LI A 20| EIQUCH st==0t BHE £ XotH 2L, =
YA Ot UL HISK ddle T2 SHA BE= UE BHAM.. LI 20l

getfitis=xds £ e 2210
The English course in this semester has become second nature to me. | realized that | have
changed a lot since. After completing the tasks proudly, I log on to the course every Monday with

a feeling of excitement about what | will learn this time.

(S9)

BA0 262 & HolUEL 2ol =SHHIE U= [ OH Ol s &
ot L= M0l SUHAM 220l JI0IE 2 S }LD.. Hcts 2401 &4

SEAHE W2 Ote! A 2L

Usually, I don’t practice ‘speaking’. So I quite look forward to doing recording assignments with
this thought, ‘Ah! I will practice a bit this time’. The assignment wouldn’t be always a pressure.

(S20)
S EIEE =z 2| oA 20l 0HE 210 U=, HUH= 2l2 s 2& U=

0O o 411 =
Although I need to spend so much time to give some comments even only one sentence on others’
work in English, I try to do it as much as possible.

Some of the comments made it clear that some students experienced a shift in their
perception of language learning. Their previous experience of language learning in formal

classroom settings was based on a grammatical or linguistic approach; and through this course,
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they came to appreciate the advantages of actually using the language as a way of learning and

improving their English.

(S13)
OISO EO 2R Rt 5t AMEN S20| T YO EOs =2 28, 24,
SOHSOIQUCH.. "0 2H= 240] Z26HOFE "D ="0] OFLl, D210l ALRHs "0101"2ts
MES B € 2 20 T2M 22 SONA NZNAYE OIE HHO2 Yol 282
5t QL= 2 2L

When I thought about “studying English” in the past, the first thing that came to my mind was
grammar, literature or reading comprehension (in tests). Now, | think English is not “the subject
for studying” but “the language for using”. While taking the course, | study English in different
ways.

Once their perception of and attitude toward English had changed, using English
in real life situations became easier for students. The more adventurous language
learners sought out opportunities to expose themselves to English, such as reading books,
articles in English, writing in English, keeping a diary in English, taking English courses

more, and accessing English websites to research topics on their further information.

(S3)
A2 AEOILE 2t& article = & 0F S10{= 421 0| Ct.
I am planning to read books and relevant articles in English.

(S29)
SOIYUIIE MERAD LIS E2F L,

I made an effort to keep a diary in English if possible.

(S31)
CHoloicl BelE € S Z BII2E AI&SUCH
I started writing a memo in English while | was arranging my daily schedule.

(S38)
N3l BHHS BHEGA B HACL UE 22X THAIZ 2120 ZD 2OHHE e 2=

I watched the same movie repeatedly. In the process, | managed to memorize dialogues and
colloquial expressions.

(S9)
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QM AISIESZ 2A 0| 2 O0HX! cosmetic surgery.. HEH EST O AL AHEQUD
o2 NS B0/ HS BN st LSS I &= UUCHL S0 A0 E= & X
HARENW & SUHIHX £ g4=0 stotCl =2 I:H’: HRBCh.=ss 0l ESHZE =JUS A
2O, AHAIZH0| 2404 2= & EHI0IXI = SMRAULCE...

Recently, cosmetic surgery seems to be focus of attention. | found many expressions regarding
cosmetic surgery on the Internet. Surprisingly, | could easily understand the content with the help
of pictures. Normally, I didn’t access English websites because it looked so difficult to understand.
But now I become brave. Ha ha! Now I could access (English) websites with confidence and
accessed websites of overseas Universities.

(S22)
OB MEoHAM ot ) A2 20| =ELICH
I want to devote myself to studying English.

(S8)
58 WU =248 & otnE A EYLICH
| feel like taking this course over and over again for a whole five semesters.

Most satisfying to the instructor of this course, however, was the reading of the many

students who expressed their determination to grow and be successful in their use of English.

(S23)
L 2SS SUHZ ARZ20| HSE 11 €A 0 4= otelet.
Until I can express my thoughts freely in English, I will never give up on it.

(S25)
Lictd ZE Nt
Why not me... (I can do it.)

4.2 Questionnaire

This section attempts to analyse and present the data resulting from students’ responses to a
number of statements and questions, categorized as emotional (e.g. motivation and attitude),
factual (e.g. number of times reading others’ assignments), students’ evaluation of

collaboration, and content of questionnaire.

4.2.1 Summary
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The questionnaire, given in December, at the very end of the data-collection period, consisted
of 15 statements, 8 questions, and three open-ended questions, divided into four different
content areas. The first of these relates to students’ motivation and attitude (statements 1, 2, 15,
16, 21, and 22); the second to factual information about collaboration (questions 3, 4, and 17);
the third to students’ evaluation of collaboration (questions 5 and 18-20, statements 6-14), and
the fourth (open-ended questions 23-25) to the content of the questionnaire to strengths and
weaknesses of the course as an open space. Twelve statements out of 14 in the questionnaire
are deliberately positively phrased so that the responses obtained can be analysed
straightforwardly and systematically in one direction. The results from the negatively phrased
two statements (16 and 21) are used to cross-check and validate the students’ responses to the

positively phrased statements.

The results of this thesis focus on the main study (i.e., what is the amount of
collaboration and how, exactly does that collaboration take place, and what are the outcomes or
consequences?). However, because the LMS software was used in the preliminary study to
look at and identify themes and interventional practices in the main study, much of the data
from both the preliminary and main study can be compared to determine if there were any

statistically significant differences.

The following data was collected from students in both the main study and the
preliminary study (see section 3.5). Twenty-three students out of 47 (48.9%) in the main study
and 37 students out of 50 (74%) in the preliminary study responded to the questionnaire. A
statistical test (SPSS t-test) from the SPSS software was used to evaluate the differences in
means between the two independent groups. The probability level for statistical significance is
p< .05 the standard for the applied linguistics field (Hatch and Lazaraton, 1991). The

significance of the statistical results, therefore, is noted for probability measures of 0.05 and
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less. The results indicated that there were no significant differences between the preliminary
and the main studies (see Appendix C). The only exception to this was the responses to
statement14 - | enjoyed giving some comments on other students’ assignments (p=.03) (p<.05).
The results for statement 14, indicated that students in the main study enjoyed ‘giving some
comments on other students’ assignments’ more (p=.03) than those students in the preliminary

study.

One explanation of this is that interventions, meant to encourage learners to collaborate
actively (e.g., exchange comments rather than just read others’ assignments), were made in
only the main study. Because this is, in fact, the only exception, the researcher felt confident

using the data from both studies (preliminary and main) to maximize validity and reliability.

Overall, the results of the questionnaire suggest that the course provided a positive
impact on language learning and students’ attitudes and motivation. For example, statement 1 |
enjoyed this course from the emotional category in the questionnaire showed that 51.7 %

among sixty respondents responded as strongly agreeing.

Figures 4.4 and 4.5 present a summary of the results in the form of a pie-chart (see
Appendix D for a detailed summary of the questionnaire results).
Figure 4.4 Students’ motivation and attitude: Figure 4.5 Perception of collaboration: The

The average percentages of 13 statements (1, 2, average percentages of three questions (18-20)
6-15, and 22)

W 3 little ~n rarely ™ very much

= disagree
8%

neutral
25%

_— = strongly | | -
disagree 9% 0 1%

1%

neutral
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The pie charts show the compilation of the average percentages of the responses to the
13 statements (1, 2, 6-15, and 22) and the responses to the questions (18-20). Twenty-six
percent of the students strongly agreed, 44% agreed, 8% were influenced very much, 52% were
influenced much; that is, almost two-thirds of the students’ responses were positive, or strongly

positive.

4.2.2 Attitude and Motivation

Statements about students’ attitude and motivation toward this course were first examined by
having them indicate their attitude and motivation on a five-point rating scale (statements 1, 2,
15, 16, 21, and 22). In response to the general statement about how they enjoyed this course,
the mean was 1.7 out of 5, meaning, in general, that they enjoyed the course. In statement 2 |
am less afraid of using English after this course regarding the perceived reduction of anxiety of
using English after the course, the response was 2.1. This is a positive indication, suggesting
that they had more confidence in using English after completing the course, 18.3% strongly
agreed and 51.7% agreed. In response to how much they agreed whether reading others’
assignments makes them feel less anxious and more relaxed while competing the tasks, the
mean was 2.3, indicating positive agreement; 71.6% of students agreed and strongly agreed
with the statement (S15). When asked if they would have liked this course better without
submitting their assignments in public (S16), 55% of the students disagreed and 16.7%

strongly disagreed.

When asked whether they might have given up on this course if they were not allowed
to read others’ assignments, twenty percent of the students agreed or strongly agreed, while
51.7% of the students disagreed or strongly disagreed (S21). This indicates that one-fifth of the
students were considerably influenced to complete the course because they were allowed to

read others’ assignments. Though this is a substantive number of students who were influenced
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to complete the course, it should be noted that for twice as many students this was not a factor
influencing whether the students remained in the course. In relation to contact with classmates

(S22), on a five-point scale the mean of the result was 2.8, indicating mildly positive agreement.

Table 4.3: A summary of means, standard deviations and percentages related to students’
motivation and attitude (1, 2, 15, 16, 21, and 22)

Valid percent
Mean s Strongly | Joree | neutral | disagree Strongly
Deviation | 5ree 92 3 f disagree
1 5
(S1)I enjoyed this course. 1.7333 .86095 51.7 25.0 21.7 1.7 0.0
(S2)1 am less afraid of using English | , 1335 | 75408 | 183 | 517 | 283 17 0.0
after this course.
(S15)To read others’ assignments
provided less anxiety andamore |, o | gags | 133 | 583 | 200 | 67 17
relaxed environment to complete
given tasks as my own assignment.
(S16)1 would have liked this course
better without submitting my 3.8000 | 81926 0.0 83 | 200 | 550 167
assignment in public on the web
board.
(S21)I might have given up this
course without reading other’s 3.4667 | 1.12697 5.0 15.0 28.3 31.7 20.0
assignments as a reference.
(S22)1 hope to keep in touch with one| » 70 | 3 o163 | 117 | 283 | 400 | 133 6.7
or more of my classmates.

4.2.3 Factual Information about Collaboration

Questions 3 and 4 indicate that, on average, 76.7 % of the students read more than six
assignments by other students per week. Interestingly, in the last week of the course, reading
more than ten assignments by other students was 2.5 times more common than in an average
week. This figure indicates that, as time went by and the advantages of actively participating
became apparent to them, students gradually engaged more frequently and actively in reading

others’ assignments.
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Table 4.4: A summary of means, standard deviations and percentages related to Factual
information about collaboration (Q3, Q4, and, Q17)

Std. Valid percent
Mean Deviati
eviation 1-5 6-10 | More than 10
(Q3)Think about last W’eek, .how many times did 3.2667 82064 233 26.7 50.0
you read other students’ assignments last week?
Std. Valid percent
Mean Deviati
eviation 1-3 4-6 More than 10
(Q4)How ma_ny other’ assignments did you 2 8667 22408 333 46.7 20.0
usually read in a week?

Q17) How did you choose in which order to read others’ assignments?

Mean Std. Deviation
1. Name of student 3.93 1.245
2. Comments by instructor 1.64 1.043
3. Comments by learners 2.87 .944
4. Accessing frequency 2.76 1.233
5. Randomly 3.66 1.418

From Table 4.4 above, the most cited reason for choosing in which order to read others’
assignments was ‘comments by instructor’; the least was ‘name of student’.

This is very much in agreement with previous work in this area. According to Hyland and
Hyland (2006)’s review of the literature, several studies clearly indicated the preference

students showed for a teacher’s feedback rather than that of their peers.

4.2.4 Students’ Evaluation of Collaboration in Content-Based Instruction

Students were asked to participate in three collaborative exercises. Those three collaborative
exercises consisted of: sharing of journals (with the instructor); their responses to assignments;
and commentary on each other’s work. These sharing exercises were looked at by the
instructor after the current study was completed. At that time the instructor developed a survey

consisting of statements and questions to elicit students’ evaluation of collaboration.
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Table 4.5: A summary of means, standard deviations and percentages related to students’
evaluation of collaboration (S6-S14, and Q5, Q18-Q20)

Valid percent

Mean Std.
Deviation Alone Group no
preference
(Q5) How do you prefer to do assignments | 1.3500 | .63313 73.3 18.3 8.3
(given tasks)?
Valid percent
Std. | strongl Strongl
Mean L gly ; rongly
Deviation | ~ agree agree | neutral | disagree disagree
1 2 3 4 5

(S6)!1 learned things through others’
assignments on the web board that | would | 1.7333 | .68561 40.0 46.7 13.3 0.0 0.0
Inot have figured out by myself.

(S7)To read other’s assignment on the web
Jboard gave me better understanding for 1.6833 | .67627 43.3 45.0 11.7 0.0 0.0
learning content (material).

(S8)To read other’s assignment on the web
|board gave me better understanding for 2.0500 | .79030 28.3 38.3 333 0.0 0.0
learning English.

(S9)As I read others’ assignments, I focused

2.2667 | .60693 5.0 66.7 25.0 3.3 0.0
on content.
(S10)As I read others_ assignments, I 21333 | 79119 20.0 517 933 5.0 0.0
concentrated on English.
(S11)I enjoyed reading others’ comments on 1.7500 | 72778 417 417 16.7 0.0 0.0
Jmy work.
(S 1_2)1 enjoyed reading others’ comments on 20333 | 68807 217 533 25.0 0.0 0.0
their works.
(S13)To receive other’s comments
encouraged me to contribute to others’ work | 2.0333 | .88234 30.0 43.3 20.0 6.7 0.0
as well.
(S14)1 enjoyed giving some comments on
2.6167 | 1.00998 15.0 28.3 40.0 13.3 3.3

other students’ assignments.

Valid percent
Std.
Mean Deviation r\r:irc)a much neutral alittle rarely
2 3 4 5
1

(Q18)How much did reading other students” | 3567 | gg790 | 100 | 433 317 11.7 3.3
|a55|gnments affect your own work?
lQiom h others” assi ff
(QI9)How much others” assignments affect | , 55 | 75838 | 100 | 500 | 333 6.7 0.0
your language learning?
1(Q20)How much others’ assignments affect
vour content learning? 2.3333 .68064 5.0 63.3 250 6.7 0.0

In statement 6 I learned things through others’ assignments on the web board that I

would not have figured out by myself, 86.7% of the students agreed that reading others’
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assignments allowed them to learn things which they would not have been able to understand
by themselves. Also, this collaboration provided a better understanding of both language
(66.6%) and content (88.3%), as the findings of statements 7 and 8 in the Table 4.5 show.
According to the results of statements 9 and 10, a similar percentage of students (71.7%)
focused on either language or content.

Regarding the preference for group work in question 5, 73.3% of the students preferred
to work alone with the tasks. Not surprisingly, the number of students (18.3%) who expressed a
preference for working in a group was similar to the number of those who actually did work in
groups during the course.

With regard to the statements (11-12) concerning comments, an average of 79.2% of
students generally enjoyed reading comments on their own work (83.4%), and reading
comments on peers’ Work (75%). The statement, | enjoyed reading others comments on my
work (S11), was agreed with by 83.4% of the students. Whereas, interestingly only 43.3 %
enjoyed giving feedback on others’ work (S14). In statement 13 To receive other’s comments
encouraged me to contribute to others’ work as well, receiving comments affected students’

contribution positively (73.3 %).

Results from questions 18-20 showed that reading other students’ assignments affected
their evaluation of learning of both language (60%) and content (59.3%), as well as their

evaluation of improvement of their own assignments (53.3%).

4.2.5 Opinions of and Comments about the Course

All respondents were invited to add comments on the statements and questions in the
questionnaire as well as on the strengths and weaknesses of the course. The responses to these
open-ended questions are summarized below, with the more interesting and enlightening

comments quoted in detail.
148



4.2.5.1 Comments

Students commented on four categories within the collaboration environment; 1) reading
others’ assignments; 2) creating a learning community; 3) receiving feedback; and 4) group
work. They pointed out that reading others’ assignments and giving feedback were very helpful
and effective in completing the course and believed that it helped them to achieve a sense of
autonomous learning. A few students suggested creating a learning community in order to learn
from each other and continue to stay in touch even after the course ended. Some students

suggested that it might be a good idea to have at least one compulsory group work exercise.

+ H B RUES AN Y BRE D200 ZSLILL201 I2E
IISHOW NIIFTH &2 A8 £ AUs

LS
HIOI/\DF 2 = UL ZotH &alg = AASLILCH
It seems that factors such as sharing assignments and comments in the online course are really
necessary. | am strongly sure that this course was the case for achieving self-initiative learning.

-

st CHet 2 des Xl OlEH =X =2 XMSOIUCH A} D 2 =0t
ZC0H) 260 Sol At/ 20l E0HSE A stucte M3l =3 = HOoLEL
SIS0l HSAXIIIt B0 JICHOI &2 DHRIE D MED12t01 HoHM [N X et
Stg2 ek 261d 8’5’—‘18' SFEO O 2480 & = AACHL SO0l FHA SO0
Uqe stsXS0H S0I1E S22/ W AHE =2 =0IATH L EIHeHCh

This is the first time to have such an active class in my school year including college and
graduate school. | found the course is refreshing and good, because | have been sort of lazy
about studying since graduating from school. However, proper pressure from a lot of
homework and deadline had a positive effect on me. | evaluate this course as fairly good
because it evoked interest in learners who are anxious about English.

AZEDE B2t 0l EE 2 XISHY 2240 422 2210 XISF QI
2 AL 0) HFLIELJHH HE S= Sofl d&2 0 szl Y8

I wish we could continue to have ongoing communication via online as we do now because
time and place constraint. ex) sharing learning materials and methods through a learning
community or opening a blog, and so on .

4.2.5.2 Strengths
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Students pointed out several advantages to studying in this kind of environment. Most students
found the interaction with their fellow students and with the instructor appealing and useful.
Despite this kind of environment lending itself best to the autonomous learner, it was the
interactive nature of the shared assignments and peer feedback that students found most
appealing. The real-life scenarios were mentioned as one of the strengths. These interested
students because they could apply what they had learned in practical and everyday situations.
The real-life exercises helped students to improve both language skills and the content
knowledge. Another advantage or strength pointed out by students was the lack of time and

place restrictions in an e-learning environment.

HAITHO| SIS ZUE STORM, LHE AR D25t SI&0/2Hs RAIS0| EUD, MH
HESSSNO QEDHZ NS FNLS 4 AUCHE A2 ReIUSHHM B 2 4 gl

=HLAOIHA I S0I2 % C

It was very refreshing and fairly interesting in that students uploaded their learning products on the
web board as a way to develop a sense of belonging with other students. I hadn’t read others’
assignments and exchanged comments on them before. It was a very inspirational experience for
me.

ol

DtHISl CHRE0l1 A& searching S ot 0 11 LHES HIE# 22 HE ol 0F ot= S0 AN A
F |

= o
StUSo HEHQ =HFHE NHAGIN REote =8 & < UL

Most of the project was to be accomplished by students who should search for the content in their
own way. It is likely to naturally induce student's voluntary participation in class.

AYUEN RESHH AIZE =A== HEWB UESE SH ARSI EHHSHSEEE =
UANE LD SOHBF & Ot THE XA0ll THoll RIt2 2= == A0 EUCHL <=4
HOIUJAN2....0lM SHAOIEN S0HIteE H 2= F8X EsLithusE cE
80l RIR.

Useful expressions and real life contents encourage me to learn English and make it fun. Also, it is
good for me to study English as well as to get other additional knowledge. To begin with, it was
wonderful ... Now | am not afraid of accessing English websites. The teachers’ feedback was very

supportive.

AZ2HES2HRI G0l 22t 2 st&6tt=2101 0SS0l B CHEZM S o A0(L
WAH=01 SIHEH EXtot= SFItOtLISt &M ot DRULCH=E A2 S8R = AN

Z UL
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| was comfortable studying in an online learning environment because there is no time and space
constraint. When I read other’s assignments and comments, I felt like | was not alone but studying
together (with other students).

Sol =sHl, M), 2010l =210F BdE0 EUSLICH

It was good to have various tasks such as recording, writing, and, listening and so on.

SIS USEe HYUSE LENH0 M UL 2EHL A0 EUE 2ctelsis2
2z FHJL2 MEHZA0IX 0le 4 HES0| AYCL VS22 SO0 HOIIH AT

The best thing was receiving feedback from the teacher and peers. Other online courses | took for
years were literally online courses with no interaction of this kind. | really had fun studying
English.

4.2.5.3 Weaknesses
Students noted some weaknesses about this course and these can be categorised as; (1) teaching

and learning styles, (2) technical issues, and (3) difficulties faced when attempting to form

groups.

4.2.5.3.1 Teaching and Learning Styles
As part-time students, they found it hard to juggle this course with all their other classes, and
still be able to work and have some kind of social life. There were students who enjoyed

working on the assignments on their own, while others would have preferred the instructor to

deliver the lessons in lecture mode.

A2l 20 Bl StsXtS0l B20l U= 838 =1 UetIP0E Al2H0l 58t
0L AA & RS LICH 20l & Al Z01= st S0l XD EHOIEs #0(2t)
dAUh HELE2E NS Hotl) Mstet AIgS0Ict U 2 2480 otAl= 250
EIZA2 0I5k =0 242 E20t= HADIIEEDIE ACHLIIEN =2 = SAS
H=Ho sigdA s HE2 0= 0ts0l SJ1= ot L HIE 0 AN A E 30%E =
ZAAHAF=E A0l 20 220 O €X) SH2 &501 2 &= US =< 6tC

Many students have a busy social life and school life taking all major classes. In fact, they do not
have enough time to keep up with all of them. So, many tasks were challenging for those students.
On the other hand, | respect students who are determined to study hard despite all these hectic
schedules and they inspired me to study hard. I am content with active learning methods and
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content which I haven’t seen before. But reducing the number of tasks by 30% would make it more
effective and fun to learn by reducing pressure on students.
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I wish there were more lectures by the teacher...for example, something like tips for learning
English.
4.2.5.3.2 Technical Issues
One student wished there had been at least one interactive speaking exercise. There were also
the expected comments regarding technical difficulties. Interestingly, because of these
technical challenges, students expressed a wish to be able to meet face-to-face; they got as

close as they could by making use of Messenger® and other online communication tools.
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There were a few dilly-dallying situations because reference websites were not properly linked.
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I am not good at speaking (in English). Unfortunately, there was no speaking task except a
recording task.
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4.2.5.3.3 Difficulties Faced When Attempting to Form Groups
Many students had a hard time either forming or getting into a group, so it was suggested that

the instructor, perhaps, should simply assign members to groups.

wW=g0l Bdsoi=8, J822 MHE oIt £2 = 25U
If the teacher assigned us to a group, then it would be easier for us to do

HFE2 NS L3J|J1| OH—I_J_ 01-'_'—‘=’01I =0l = ALCH

I hope there is more group work. | think that group work rather than individual work helps
me a lot. After finishing the course, I realized that | had learned a lot from the group work
and it was helpful for studying English.
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There was another suggestion given by students, both in the beginning stages of the
course and, again, near the middle stages of the course, that students thought it would be a

good idea to help them learn together on line, if they could meet in person.

zetol shs0let ot D10 25 20110 SAHE 0l &t8iH 20/= 240l ESXottt
Orok XD[0Il 8t BN 1SS ZHotHUL S2H0ll &S X2 22+ A= JISE
HE2l0lgs =0 O8UHE otbtEHE G =2 1ot A=S-otL 0t=el
2ctol a2 SHOIJULH T St T Ot= &IHE 0t IS UM E ct=x2 Felot

ﬂ

UAD HNUHZ OSHME ot)| 2sSUE A0l M Ot L
It would be better to have an off line get together at the beginning and in the middle of the course
even though it is an online course. If we met at the beginning of the semester or had a chance to
meet each other in the middle of the course, we might perform better in group work. No matter
how hard we try (with technological communication tools like Messenger® , e-mail and so on), it
was a challenging to do group work without seeing each other, and it was difficult to produce
satisfactory group work.
4.3 Analysis of Learning Management System Records
In the previous section (4.1 Learners’ Journals Analysis), Nvivo was used to look at the raw
data to identify the core categories, subcategories, and sub-subcategories. How participants
constructed the learning experience, for example, was identified as a core category; how they
responded to and used the technology became a subcategory, and how their motivation and
attitude were affected became a sub-subcategory. This section then used those same categories
to re-group the data. These new groups, in this section, became: written assignments, peer-to-
peer feedback, postings to the bulletin boards, and a comparison of what students said in their
journals and what they actually did in the course. The statistical data from the LMS (as defined
in the section 3.5.7 on Learning Management System in the Methodology chapter) were also
analysed to add information about the levels of collaboration. The data were used to code these

levels of collaboration as belonging to one of four categories: The Level of Collaboration; Use

of Technology; Ways of Collaboration; Effect of Collaboration.
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4.3.1 The Level of Collaboration

All students, regardless of the frequency with which they read others’ assignments,
reported that having access to what others had written had a positive effect on their own
learning experience. The quantitative measures of the overall collaboration level by each
type of activity/document are summarised in Table 4.6; written assignments, peer-to-peer
feedback, instructor feedback, enquiries, personal issues (i.e. absence or delay
submission, and so on) as evidenced by postings of students on two different web boards.
One board was for submitting students’ assignments and exchanging feedback, and the
other, the Q&A (Enquiry) board, was for asking questions and exchanging information
between students and instructor. The collaboration level was established by analysing the
statistical data resulting from the number of students posting assignments and messages

during the course.

A total of 2,087 written assignments, postings (enquiries and answers) and feedback
from the instructor and students were posted on the web board. These included 376 postings by
the instructor as feedback, 1,041 were assignments, and 565 feedback messages/comments
posted by students. On the Q&A board, there were 105 postings including questions and
answers by the instructor or by students, as is shown Table 4.6. Messages and e-mails between
the instructor and students or students and students were mostly students’ personal issues (not
relevant to data analysis) so these data were not included for data analysis: though they are
obviously useful as an indication of the degree of social interaction that took place, which

presumably helped them maintain their commitment to the course.
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Table 4.6 A summary of each type of Data Collected

Type of Data Example of each kind of data posted
Written assignments 1041
Peer-to-peer feedback 565
Instructor feedback 376
Postings (Enquiries and answers) 105
Total 2087
Messages (Memo) 139 (received: 83/ reply: 56)
E-mail 105 (received: 54/ reply: 51)

The change in the number of peer-to-peer feedback postings - as tracked only on the
web board - as the course progressed, is illustrated below in Graph 4.1. The number of
comments seemed to fluctuate throughout the course. There were many reasons for this
fluctuation. For instance, because the tasks in week 5, 8, and 11 were of the same type, students,
in the beginning of these exercises, did not feel it was necessary to give feedback. These tasks
in week 5, 8, and 11 were based on similar types of exercises consisting of students being given
example verbs from which they were to write words or sentences. They were also asked to find
sentences which contained these example verbs from the course materials or from the
information which they discovered themselves. At the end of these sets of exercises, when
comparing and examining the number of feedback postings in these three weeks, the data
showed that the comments increased, as illustrated by Graph 4.1(b). One possible explanation
for this is that as students repeated a similar task through the three weeks, their confidence
level rose and so they felt more comfortable collaborating. Week 10 showed the highest
number of exchanges between students. This was the peak week in terms of the inter-student
exchanges. It was expected that, because we had progressed through ten weeks of course work,
and had worked together for that length of time, this incremental exchange rate would increase.
This did not turn out to be true. Though the number of comments exchanged increased through
week 10, suddenly, in weeks 12 and 13, there was a dramatic drop. As Graph 4.2 shows, the

comments dropped from 138 in week 10 (the peak of students’ exchanges), to 81 in week 12,
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and 30 in week 13. There are two main reasons for this. In week 12, the instructor introduced
another intervention consisting of a group project that involved many students interacting and
collaborating via e-mail and Messengers®. Because students’ exchanges were tracked only on
the web board, these exchanges by e-mail and Messengers® were not included. They, in fact,

replaced the web-board exchanges; hence, the dramatic drop in Week 12.

The dramatic drop in Week 13 was related to the fact that it was final exams’ week. For

obvious reasons there was much less activity on the boards during that week.

Graph 4.1 The number of peer feedback postings (1): from week 1 to 13
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Graph 4.2 The number of peer feedback postings (2): from week 1 to 13 apart from week 5, 8,
and 11
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4.3.2 Use of Technology

This section will include discussions about: Using bulletin boards; Technical problems; and

Use of new visual communication tools.

4.3.2.1 Using Bulletin Boards
The interactivity offered by bulletin boards, i.e., Enquiry (Q&A) web board, and the web board
for submission of students’ assignments is evidenced in the sample exchanges below. There
were 105 posted messages comprised of 43 questions, 41 and 21 responses from instructor and
students respectively. These numbers show the encouraging nature of interactivity. Students
posting on the enquiry (Q&A) board were concerned mainly with assignment deadlines, and
how and where they could submit late responses. Some examples of these posted questions
include:

(S11 2008-09-15 00:07:58) the numbers of hits (42)
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Instructor, the system blocked me to hand in after the deadline....Could it be possible to submit it

even late? (There was a function change from uploading to downloading only in a minute..T7.77%)
After the deadline, is there no chance?

*IT.77° is a code to show you are sad or unhappy in Korean, which is mainly used in technology

meditated communication, i.e., computer chatting, cell-phone messages.

(529 2008-09-16 04:50:33) the numbers of hits (30)

wag MYA MEJI2H0] SELL =SS0 FREA=E AU JUCHIE s
g=0... FI=HctE HE0| Itseke? o
SUHEHE ENR?
Instructor, | have the same question: the submission period. | went to countryside with no internet
access during the Thanksgiving Holidays. Would it be possible for me to hand in homework after
the deadline? Where could | submit it? Is it okay to send it via an e-mail?
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One of the posted queries was an obvious example of how collaboration and
information exchange could lead directly to the assessment and improvement of curriculum
and course delivery. A student, S36, asked if the score she received was correct (see the below).
This posting received 44 hits. Because of this high number of hits, the instructor took a closer
look at the way grades were posted. Because of S36’s original question and high activity
around that question, the instructor was alerted to there being a glitch in the program. She was
then able to revise her practice in the posting of grades. This led to clarifying how grades were
assessed, so improving the delivery of the course for both students and the instructor.

(S36 2008-10-29 21:44:41) the number of hits (44)

CHESINMIR? 8 FAEEZCI2 WM 9 =X warmup [EIHEI]E =Dt ,,, &

B M FAIWHR? 25 ol & gm OlMOl M=3=d '0'&0letl HEI15

JEll=.... &.L.K°

Hi, could you check ... my scores of both assignments week 8, portfolio, and week 9, warmup? |

handed it in before the deadline but the scores are 0’... Is it co-rre-ct?

The web board (Note: messages and exchanges posted on the web board can be

captured and analysed using LMS, and are, therefore included in the data analysis. The non-

content commentary referred to above which was not included were, for the most part, e-mail

messages, which are not accessible to LMS capture) allowed students to submit assignments as
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well as to exchange comments. Students gave social comments unrelated to the actual content
of the course. This helped, greatly, to create of a sense of community. The conversation cited
below is an example of this. One student posted her assignment way before the others. Another
student, S13, expressed her feelings about the early posting. Two other students also
commented. S8 spoke of her envy of the early posting. S45 emphasised her difficulty with the

assignment.

(S13 2008-09-09 15:46:20)
ot~ A Z0IAH L, FX[HSAIIEIR
Wow! You are the first one!, You seem to be diligent.

(S45 2008-09-15 00:02:12)

HMerg Wohs 242 #ojal @ Yol FaiMA &x
H&F F2|ul L.

Although it is difficult to take a first step, you did a good job. | used yours as a reference. It
is hard for me to give a comment on your work yet.

o2 M= ol ZHEJIX|=

]

(S8 2008/10/18 23:57:32)
LA.UNR.2= WHE U Z2UHAUHKR.EHRA2M:;
Wow, fantastic. You have done it today.. | envy you™\;;

Other social commentary included S6’s statement which encouraged peers with

the quote from Bob Marley’s song, "Don’t worry, be happy.”

(S6 2008-09-14 20:18:57)
"DON'T WORRY, BE HAPPY.”...

(S22 2008-09-24 04:40:46)
Jei 2. 2HH = H & ThstE. M
That’s right. It seems that we have too many assignments..

Some students attempted to make a closer connection to the instructor. One

student, S37, sent the instructor a Christmas card. Another, S20, writing in English,

switched roles for a moment from student to instructor.

(S37 2008-11-18 01:47:46)
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Dear Professor **.

Hi! Merry Christmas! Have a nice Christmas..and | hope everyone in your family has a
good time! Hoping that your holiday is filled with many delights...

And then hoping too all through the year your days are happy and bright.

Happy holidays!

always thank you for you.

Merry Christmas! Boas Festas! Boldog Karacsony! Buon Batale! Feliz Navidad!
Frohliche Weinachten! Glad Yul! Joyeux Noel! Kala Christougena!

Srozhestvom Khristovym! FEFERLEL 2 Y -7 ) 2~ R

| 2] 2] A vp

(S20 2008-11-23 23:34:13)
Happy New Year! ... You too,,,,**

The use of the bulletin boards, one web board for posting assignments, and
another for asking and answering questions, helped to create a sense of community.
Students continually posted thank-you notes and to respond to one another’s posts. One
student, S42, posted her feelings about the course. Two students replied a couple of days
later. One student, S29, answered S42’°s message a week after she had posted. These
exchanges, long after the end of the class, were clear indications of the students’ sense of

having become a member of a community.

(S42 2008-12-20 21:30:14 the number of hits: 23)

CHE of™ ot AlZo| Bol 20|22 sfoke Z40] BEUE ItF oA S Ch
JejMeIX|, ML 25| 7F YotE U Ch s 55 OFX|SE DfM £ B DLfy, B MALS £ S5
7| =0t 210 gt IHH £ s ofilE St S = Sl SUXH JECH A E W
gotsliokst= wadEel dEAHel Lilof Y-S =8I CE 1 BodgUH i A
This course needed more effort and was more demanding than any other course. Maybe,

because of that reason, | felt so proud of myself. Ha ha ha! When 1 finished the last

assignment, I even felt as if | had completed a master’s degree. It was difficult to complete

the course. However, it was more difficult for the instructor to design and evaluate

assignments. | would like to applaud the passion of my instructor. Thank you very much!
N N

H

(S8 2008-12-22 08:25:07)
LA S ol Mol H nt=o|2t OX| ot & MAF S7| 21 H 2 S A chamn
H 0ol M2 SA0tAL A
I definitely sympathized with you, “When I finished the last assignment, I even felt as if [
had passed a master’s degree.” Thank you so much and merry Christmas. "---*
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(S29 2008-12-22 16:09:56)

Mz dHZ2ST et ZolHolofM o st R
HLjM

Me too! The course seemed to be more instructive and interesting because we studied
together. Have a fruitful vacation.™

2
ri
N
-
N

AREL (R p

L

i

(S29 2008-12-27 01:19:48)
DES e 3ElA0kAl
Merry Christmas, everyone!

4.3.2.2 Technical Problems

Most technical problems occurred when students were given a recording assignment.
Students reported that they did not have much experience with using recording software.
Although detailed guidelines and manuals were provided on the website, they still faced
difficulties such as installing equipment (i.e. a microphone and a headset), adjusting the
volume, and using the recorder. S32, lacking experience in using a computer, raised a

question about how to listen to her recording. Another student replied to her, an example

of students sharing knowledge on their own initiative.

(S32 2008-11-02 04:28:02) the numbers of hits (20)
M AWAH . HF HF 33T Aol AN 2.5
22l o8 ELR? 530| MU 2 MEo| X ¢
U . L FTAlZ HiEHH T

I’m computer illiterate. There are so many things that I am curious about. I managed to do a
recording assignment. But how can | listen to my recording? | am not so sure if | recorded it
properly or not. Please let me know.

(S9 2008-11-03 09:39:10)

MHEHES +2H =36t =4cdl 22+ AN, YUMo =SHE S0l MUHE ..
AHR~M WOt =58t SSMOLCH Ot==---2 N & g LIC.

You can listen to your voice if you click the play button. The play one next to the red record
button,... that’s it. ~ Whenever I listen to it, I feel so embarrassed.

ol

A recurring problem was the links on the website. The instructor had checked all the

links in the course but, as often occurs with links on any site, they get temporarily disconnected,
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or the URL for the web page changes. S43 experienced this when she was unable to connect to
the course pages on the site. S11 replied promptly, explaining to S43 how to go first to the
main page with URL, from which she would be able to link to the subpages.

(S43 2008-09-22 06:56:40) the number of hits 31

w=E, 0] AHOIE 52 HE A ciOotLER? 22 S0l LI2t/A= AIOIEZ S0t Bt
& ot =0R. 0l articles E 2 &= A= AIOIEE LAFAIE D AUSLICH

Instructor, how do | access this site? | had a trouble in accessing the linked website. 1 would
appreciate it if you let me know the site address | can access.

(S11 2008-09-22 10:30:17)
Click http://kidshealth.org

The above number of hits on this student’s posting indicated how many other students were

having the same problem.

4.3.2.3 Using New Visual Communication Tools
As the course continued, students figured out how to use emoticons as nonverbal ways to
communicate and express their feelings and opinions. Standard emoticons include icons

representing common emotions such as sympathy, encouragement, and envy. The default icon

is " . The data did not include the default icon. There is a general consensus as to the

meaning of these emoticons.

The type of emoticon (or smiley) Meaning

o Happy

C. Very happy

Sad

o Angry

3 Difficult

v Wonderful

v Surprised
= Strange

Examples below show that students shared knowledge as well as giving one
another emotional support. The focus, in analysing the data, was on emoticons other than
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the default icon - ™" - as this is so widely used. S2 used an emoticon (or smiley), == | is
used to express sadness. When S2 used it, she was communicating sympathy for S36,

who had the same problem as S2 with the particular assignment.

(S36 2008-10-29 21:44:41) the number of hits (44)

OHAGINIR? 8 =XEEZC|2 HM 9 =X warmup [BIHED[E =Dt ,,, &
B OAHE FAAUNR? 25 Holld gm Ol &0l ME=0 '0'80lct2 HEI15 0
AP L.... Z.Lh.K7

Hi, could you check ... my scores of both assignments week 8 portfolio and week 9 warmup? |
handed it in before the deadline but the scores are *0’... Is it co-rre-ct?

(S2 2008-10-29 21:44:41)
THNER. ALY 20 NSMA HSLSELIGHL.9Z

TJT, TT*

uin
nlo

JI2& gloe

M0

Me too...I checked my score on Tuesday. I feel depressed... I don’t have any energy for Week 9.
*IT.T is a code to show you are sad or unhappy in Korean, which is mainly used in technology
meditated communication, i.e., computer chatting, cell-phone messages.

Another example was S22’s comment on S13’s posting. She talked about not

knowing what the idiom ‘bogus’ meant until reading S13’s posting. She used the icon™ ,

expressing her ignorance.

(S13 2008-10-14 00:01:54 the number of hits :43)

HI, I’'m Anna, who ordered an anti-snoring pillow for my husband the other day at
www.ebay.com. According to what you say on your homepage, the pillow should have
been delivered within 24 hours after the order was placed, but actually it took more than two
days. And you didn’t show any sign of apology. What’s more, I found out that the
advertisement was all bogus, because it didn’t work at all for my husband. He even snored
much more with that darn pillow. Therefore, | want a refund as soon as possible. If the
refund process takes more than two days, you’d better prepare to meet my lawyer one of
these days. No ifs, no buts, period.

L (S22 2008-12-12 13:40:46)

bogus 2t= ES & & 2| nt& 00 il M £ AU L. MER2 E8 212

l7=II- |,| |:_|._/\/\

The word ‘bogus’ can be used in false and exaggerated advertisements..* | have learned a
good expression. M
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The use of emoticons to indicate empathy in this way was likely to help bring students

closer together, again creating a sense of belonging to a larger community.

4.3.3 Forms of Collaboration

This section will include discussions about: Fixed Scaffolding and Adaptive Scaffolding. Fixed
scaffolding took place when students were reading one another’s assignments. This reading
helped students to form their own approach to course materials and topics. Adaptive
scaffolding took place when students exchanged information and helped one another to clarify

their understanding of course materials and topics.

4.3.3.1 Fixed Scaffolding
Examples of a fixed scaffolding approach to learning follows. In the first example, S35°s
submission included three tips about how to combat compulsory shopping. After reading

some of her peers’ submissions, she revised and added three more tips.

(S35 2008-10-11 18:26:21)

1. Pay for purchases by cash, check, or debit card rather than credit card.
2. Make a shopping list and only buy what's on it.
3. Avoid discount warehouses.

(S35 2008-10-19 21:18:36)

more advice...

don’t shop on the web. (from S17’s)

Slow and easy to shop. Because you will buying a lot of things. (from S22°s)

S13, another student, also provided evidence of how reading others’ responses
allowed her to revise and add to her original submission. She elaborated on her original
response, including a quote from another student’s, S47’s, work to support her revision.

The additions are highlighted in bold.

(S13 2008-10-14 00:01:54 the number of hits :43)
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HI, I’'m Anna, who ordered an anti-snoring pillow for my husband the other day at www.ebay.com.
According to what you say on your homepage, the pillow should have been delivered within 24
hours after the order was placed, but actually it took more than two days. And you didn’t show
any sign of apology. What’s more, I found out that the advertisement was all bogus, because it
didn’t work at all for my husband. He even snored much more with that darn pillow. Therefore, I
want a refund as soon as possible. If the refund process takes more than two days, you’d better
prepare to meet my lawyer one of these days. No ifs, no buts, period.

(S13 2008-12-14 13:00:17)

HI, I’'m Anna, who ordered an anti-snoring pillow for my husband the other day at www.ebay.com.
Based on what | read on your website, | thought I made the right choice for him and all the
reputations were good. But soon after | found to have made a wrong choice. According to
what you say on your homepage, the pillow should have been delivered within 24 hours after the
order was placed, but actually it took more than two days. And you didn’t show any sign of
apology. What’s more, I found out that the advertisement was all bogus, because it didn’t work at
all for my husband. He even snored much more with that darn pillow. Therefore, | want a refund
as soon as possible. If the refund process takes more than two days, you’d better prepare to meet
my lawyer one of these days. No ifs, no buts, period. You will pay for this.

: Of course, the complint is all made up, but I put some additional sentences to show I am
really angry and to make it more pausible.

line from S47, which caught my eyes.

D so i'll send you these. Give me a call when you get this
I just want to return these....

The reason | picked up those lines above is that | believe it is really hard to return a product
to the seller, because it takes your time and money. But S47 tries to do this when making
complaint. | think it's impressive.

4.3.3.2 Adaptive Scaffolding

Four examples of adaptive scaffolding follow, showing how students exchange
information. The first and second examples occur when students are discussing each
other’s responses to assignments. The third example occurs during group work. The
fourth adaptive scaffolding example occurs when two students construct knowledge by

exchanging comments about their responses to assignments and the actual course content.
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Examples of the first kind of adaptive scaffolding are S13’s remark: S13 expressed her
opinion about S20’s response to a particular assignment exploring the appropriateness of
unmarried couples touching in public. This led to S20 attempting to explain on the web board
her reasons for saying that it was acceptable for a man to pat a woman’s behind on a first date.

(S13 2008-11-17 23:48:13)
In #2, patting her behind on a first date, | don't think it is acceptable, unless she fell in love with
him at first sight or she is kind of gold miss eager to get married as soon as possible.

(520 2008-11-17 23:54:45)
The man was trying to say something to her. However, she was looking ahead. So the man pats the
woman's behind, and I think light is 'toktok'. That is all.~

A second example occurs in another discussion task. In Week 13, students
engaged in a knowledge constructing exercise about positive or negative body language.
Students had a lot of personal experience with this topic. One of the postings, from S27,
mentioned a number of common examples of body language: touching, nodding, crossed
legs, or non-smiling. She got 76 hits. Many students became deeply engaged, using their
own experience to respond. S13 added some positive examples: warm and open smiling,
preening behaviour, as well as a couple of negative examples. S21 and S18 added to
what had been previously said about nodding and added their own examples of how they

used these techniques of body language.

(S27 2008-11-26 23:36:02 the number of hits:76)
Psitive body language

- Touching another's arm or shoulder

At times when the person tells me an interesting story, | pat her shoulder or arm. | think over the
person's story and still find it to be interesting. When | feel good, I often fold my arms with my
friends', although it may be misunderstood in foreign countries.

- Nodding

At times in meetings and gatherings | often bow my head in assent when the person speaks.

Negative body language

- Legs crossed
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When being seated in a chair, | often cross my legs, although the habit is unhealthy because it may
bend the shape of the legs. My son at times points out my bad habit. My God, | know it is a bad
habit, but | feeling like doing it sometimes. | wish | could assume a good posture.

- Tight or no smile

I wish I had a more comfortable and warm expression on my face. At times when | am absorbed in
thought, my face has a deadpan expression. If I am lost in thinking, then, it is likely for me to greet
neighbors with blank eyes.Let us laugh! Let us make the smiley face all the time!

(S13 2008-11-27 22:00:49)

[positive body language]

1. warm, open smile

As a natural phenomenon , | give a sweet smile at interesting person.

I smile without noticing it myself. | think that this gesture means | like the person. Although the
person talk me boring story, | must be smile ~

2. preening behavior

Itis a natural body language. When I met my friends, | was well dressed and

perfect make - up than usual going out . I think that it is etiquette and expression of good feeling
for them. M

[negative body language]

1. tight or no smile

" no smile " is a contrary concept for " open smile "

I can not hide my mind for them whom | don't like.

It is hard for me to get rid of the body language.

Hm ...

2. arms crossed

It is my bad habit . | have a tendency to show too much pretend to people whom | do not like. |
think I should be careful on this kind of thing and should get it corrected.

(S21 2008-11-28 20:08:38)

I often nod my head when | listen to my friend's talk. Although they talk to me for a long time. |
showed my consent by nodding to them. Maybe this action is my good habit of listening. also, |
nod my head when I understand a lecture of professor. so | chosen nodding.

(S18 2008-11-30 20:26:09)
Most people understand that smile means agree. So many people can think tight or no smiling face
means angry or disagree. | do, too.

(S23 2008-11-30 20:39:41)
In many cultures, it is most commonly, but not universally, used to indicate agreement, acceptance,
or acknowledgment. | use this gesture for "agree.”

(S29 2008-12-17 04:23:17)

I have a same bad habit, Legs crossed. and i also know it's unhealthy. M
My mom always said to me, Don't sit on the chair with your legs crossed.
but i couldn't abandon that habit.
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A third example occurs in a group work scenario. S34 made an enthusiastic appeal on
the board to form a group. She received 97 hits. This indicates a significant point about how
students collaborate in a virtual environment. They are interested in a group project. Two
students accepted the offer and the interaction exchanges (see below) between S34, the founder
of the group, and those students wishing to join are an example of the process by which a

group is formed.

(S34 2008-11-03 11:09:11 the number of hits:97)

WEEK10 /TASK4 Bl 2 2 Z0|s 2~

oM 54| 27 S34 @ILI T TASKA 18 248 & 9| ot Bl 2 o
A Al EO] 8101 o| 2ol SBILCH (3f& Q&A= S22 & F

ZSA LSt 2 oteflol S Z (0l E/0IH /M AX)S SolFAI L MMM S Esl FM 2~
AN x| @hotmail.com 2 L CF,

Let’s work together as a Task 4/Week 10 Team~

Hi, I'm S34. I would like to make a group for the Task 4 assignment. I couldn’t find a proper web
board for it, so | post it here. (I will post it in Q &A web board as well.) The ideal number of team
members will be 3- 4 people. Please contact me at r***I@hotmail.com with your name, e-mail,
and messenger. Please don’t forget to register messenger too.

In

_Tl_x|. ELL, C}. L‘_}% |:||.III-3|—

o
o
¢
N
02
0z
HI
N

(S8 2008-11-04 09:27:46)
S8/ y***g@naver.com/ y***g@hotmail.com I H|. .4 0| E22 tE|LI 292> <<
I am S8 (y***g@naver.com/ y***g@hotmail.com). Is NateOn alright?. >.<<

(S8 2008-11-04 09:30:16)
OL.HO|E2F EHU 2w g Ho|E20 SE5IR&EHE.

Wow, NateOn works?"" I’ve just registered in NateOn

(S34 2008-11-04 10:01:26)

2HF msn SEJ}SLICH UIOIEZ2 Ot0ICI O SACHLY oWl K.l W& OtOICl=
u***o@lycos.co.kr & L|Ct

I’ve just registered with msn. I don’t have a NateOn account. My account in NateOn is
u***o@Ilycos.co.kr.

(S38 2008-11-04 12:53:23)

SOl SILER? EA ERACHHLIR? & S38 0] 0l . n***9@naver.com/n***9@hanmail.net
May I join you? Have the groups been set up already? I'm S38
n***9@naver.com/n***9@hanmail.net

(S8 2008-11-04 13:16:52)

168


mailto:r***l@hotmail.com
mailto:r***l@hotmail.com
mailto:y***g@hotmail.com
mailto:u***o@lycos.co.kr
mailto:u***o@lycos.co.kr
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Ul Ol E 20l u***o@lycos.co.kr S Z oA SLICHM
I have registered in Nateon with u***o@Iycos.co.kr.M

(S34 2008-11-06 09:53:58)
rms3g st~ 0|ERCZ S=5I S LICH-

M 538~ | will register messenger in NateOn.

(S34 2008-11-06 14:41:50)
S38 8H2El~ 012 2 AP H3HE HIR1 010-*-%*06

S38~ please call me when you read it! 010-***-**06

(S34 2008-11-07 17:16:33)

S38 &t~ =HHS0| T/ ZQIGHAI RGH0 Ot&E SLICH 810 & 20l 2~
S38~ | am really sorry to say that you couldn’t join the club because you contacted me late. Let’s
surely do it next time~ -7,

Further evidence of adaptive scaffolding occurred in the communications that took
place after the group was set up. The group members used Messenger to communicate. They
submitted their assignments (see Appendix E1) with a written version of their Messenger
dialogues as an appendix (see Appendix E2) even though their conversation scripts were not
required. Seventy—two hits on their posting assignment as a group work showed that their

assignment drew more peer comments than any other assignment. They also received several

social and evaluative feedback from peers.

(S8 2008-11-08 10:12:46)(group member)
SHSE.. a8 ChA| EYzt B 11219 2.3 3 22| 7HK| 3to| sl

Hahah... The content in our conversation is making me blush..k k Go, our (team), till we finish it.

(S30 2008-11-08 22:36:06)
EXtote AECIE 2 6t M &l EHH .. H 28202 FEM

It would be harder to work with a group rather than do it alone... Amazing, you guys™*

(S42 2008-11-08 23:33:27)
HeSidemzT A 2 LA 2.

So cool™ And I’m grateful for the substantial information.

(S12008-11-09 00:15:30)
Your team hard work and a good job!!!!
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(546 2008-11-09 17:42:52)
galsl ot 25 FHU L.

I really envy your hard working.

(529 2008-11-10 00:37:26)
DH|SHPATHX] .. CHA A 2 F - &SH !

You even went to Goethe House... I envy you!.

(S8 20082008-11-10 09:58:54)(group member)
MU|~ B4 7 4 F SR B ChA--A

A sure~ the birthplace of Goethe looks so fantastic. A---

(S34 2008/11/10 14:22:40)(group member)
MAERIC 2T Al =EO| T~ SHE A ZH0|UX 2~

AN Just planning gives endorphins to me all of sudden~ It was a good time. ~

Some students learned in an uncomplicated and straight forward manner by reading
their peers’ assignments. That is, they did not need to exchange a series of messages/comments
to clarify their understanding of the assignment. Others constructed knowledge as they
exchanged comments. For example, S41 searched for relevant information about ‘Passover’
and summarized it in her assignment (see Appendix F). S13 commented, giving her
understanding of ‘Passover.” S41 replied, showing appreciation of S13’s comment, briefly

mentioning her own understanding of ‘Passover’.

(S13 2008-11-24-00:25:31)
'Passover' and 'Thanks giving Day of the Hebrews' interpreted with meaning which is same.

(S41 2008-11-25 00:19:28)
Thank you for your comment. But i know two days are some different origin and meaning. | want
to find more information and share it.

However, often it was not simply one or the other. Students used both fixed and
adaptive scaffolding approaches. An example of this combined approach is S29’s posting. She
posted the information she had come up with in her research on the website directly. In her
revision, S29 included comments which clearly reflected the fact that she had taken the

instructor’s comments into consideration.
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(S29 2008-11-28 12:18:45)

Nodding agreement : When nods are used to punctuate key things the other person has said, they
signal agreement, interest and understanding. However, continual unconscious bobbing of the head
usually indicates that the listener is tuning out. http://www.marcandangel.com/2008/07/07/25-acts-
of-body-language-to-avoid/

(instructor 2008-11-28 19:40:00)
Excellent information! Now, | am looking for your comments or opinions...*

(S29 2008-11-29 17:02:06)
nodding my head. and If | agree with someone, | will smile by he meaning of positive. On the other
hand, if I do not agree with comment, | will take this action. | am doing my arms folded in front
and yawning. Most people will take this action.

4.3.4 Effects of Collaboration

This section will discuss motivation and attitude (4.3.4.1); and using learning strategies

(4.3.4.2).

4.3.4.1 Motivation and Attitude
These are examples of how collaboration leads to students motivating one another and
influencing one anothers’ attitudes in a positive way. One student, S46, after reading other

students’ submissions wrote:

(S46 2008-09 -18 15:55:01)
Your answers look simple but very useful to me. | like this type of answers. | am trying to answer
like you.

This kind of comment led to a rapid exchange of encouraging and positive comments
amongst the students. The students reading S46’s comments were obviously affected in a
positive way. Some of the original exchanges are in Korean, but some students, for example,

S3, S22, and so on, happily used English when they gave the comments.

(S46 2008-09-22 22:56:53)
of, FEldl .

Wow, | envy.
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(S10 2008-09-25 00:34:45)
Mztatsi = 7| 20| £ot2M GO GO GO'!
Just thinking about it makes me so good™ Go Go Go!

(S3 2008-09-27 01:12:45)

I think that you are good parents. it's great expression that It is sad or it is when is glad or when
need courage, friend who can be force beside. good parents is keep trying to be good parents as
you.

(S22 2008-10-13 10:38:10)
I enjoyed working with you. Thank you all~~ I'll Never forget~~"*

(S43 2008-11-02 00:02:11)
U ~~Md& M €20 222 AR ™
Yes ~~ | have learned a lot thanks to doing assignments™?

(S25 2008-11-18-02:51:54)

I always interested in "' Halloween day" !!

One of my friends lives in NewYork, so | have seen the pictures of Halloween day party. My friend
disguised(like a make up) as a bunny. It looks so funny like your picture” Thanks for your
homework. It makes me happy.™

(S16 2008-12-03 18:18:11)
my gratitude is boundless. Thanks so much!!
Good work to the end!!!Thank you very much~~ | was happy to be with you~"

(510 2008-12-04 10:42:14)
I was learned many things in this class™*

(529 2008-12-03 16:10:54)
You mean....All night talking? with candle! Absolutely | agree~without thinking twice."

(S52008-12-03 16:12:19)
You're right! It'll be pretty.* Good girl~!

This climaxed with S34 sending the instructor a screen capture showing the instructor
how they were using other electronic ways of communicating (e-mail). This rapid exchange

allowed students (see S21 and S30’s exchange) to instantaneously create a community.

(S30 2008-11-22 03:11:42)
CIOIZ OFAIOI 2tet S &I UKW 2™

This is a video clip about Daikon-ashi and it’s interesting™.
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(S21 2008-11-23 03:49:46)

& MolAUH ™™

The video clip is interesting™.
4.3.4.2 Using Learning Strategies

This section consists of three parts: cognitive strategies, metacognitive strategies, and

social/affective strategies.

4.3.4.2.1 Cognitive Strategies
Repetition, note taking, and translation are common indicators of the use of cognitive strategies
(O’Malley et al., 1990). The following examples show how students used cognitive strategies

when they read others’ postings.

When the lesson was focused on language structure and word usage, phraseology,
idioms and expressions, their comments focused predominantly on language itself. They
attempted to pick up new expressions and increase their vocabulary. S2 chose one expression
(from under my nose) and shared a comment on the web board that she was repeating and
memorizing that idiom. S26 explained a word, ‘pickpocket’, she had learned with her response.
S6 chose one expression, ‘take your pick’ to review as a repetition from a peer’s posting. The

following are some examples:

(S2 2008-09-23 11:11:09)
fromunder my nose 2= E T AMUH L.
The expression ‘from under my nose’ is interesting.. haha

(526 2008-10-03 01:28:54)
I didn't know what pickpocket means. Thanks for a new word! You must have been so scared at
that time!

(S6 2008-11-11 23:18:12)
Take your pick. Thanks.
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Translation was another obvious example. Some students attempted to help others to
understand the material, which had been given in English, into Korean, an obvious use of a

cognitive strategy. This led others to comment on those translations in English.

(S29 2008-10-23 23:02:23)
Thanks!! very useful.

(S10 2008-11-11 14:28:11)
You helped me...

The majority of students translated course materials into Korean and posted their
responses to the assignments in Korean. This process of translation helped the students to
better understand the course materials.

(S33 2008-09-23 03:29:46)
H&otel 22 &2 & UHUASLILH
This assignment was very helpful to translate.
4.3.4.2.2 Metacognitive Strategies
Monitoring of comprehension and evaluating information are central to metacognitive learning

strategies (White, 1997; Oxford, 1990). In this study, students showed several examples of how

they approached the use of metacognitive learning strategies to complete assignments.

The first example below shows that some students assessed others’ assignments in

terms of structure, vocabulary, expressions, and content in very general terms.

(S11 2008-09-10 16:08:45)

2ot ZotEURAMAHEAN €X H2¥ =0 FOEUSLICH

It's neatly done. What a remarkable job you did. ~ ~ I was at my wits’ end, but now | know how to
do it. I took yours as a reference.

(S40 2008-11-11 20:20:30)
Thanks for your good job~ it's really easy to see and understand. "

(S5 2008-11-11 01:13:22)
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L OIEAH 22 WE0l... L2 2210 JAUU? Ol £
=IO R...

Uoops... What a lot of content!... Was | the only person not to know it? This is such useful
information. Thanks, S6.

HE2E... S6 M

ro

(S30 2008-11-20 23:12:11)

People's imagination is different when they see words. | think words reflect people's inner mind.
During the English class, | experienced this several times. S6's answer made me imagine a very
cute image™

What occasionally emerged through all these comments was ideas/suggestions about where,
how, or what improvements could be made.

(S22 2008-11-23 22:34:23)
Please add some example sentences, then it is easy to use...

(S8 2008-11-27 02:12:45)

O** M2 0| 2ME HEH MUSINMR?2AAS HEWH FAIHH £E= A 20t2M...
Ms Lee, what do you think of this issue? It would be better if you could add your opinion (on your
current assignment)™?,

Students’ postings were evidence that reading peers’ works was helpful in order to
monitor what students already knew and learned. In week 10, there was a task which required
the students to post interesting pictures and signs. S38 uploaded a picture with words,
“Warning Koalas may bite & scratch.” S25 learned from S38’s posting that Koalas, though a
cute and playful looking animal, could actually scratch and bite. Another student, S5, when
reading a peer’s posting, Don 't throw your cigarette ends on the floor. (The cockroaches are
getting cancer.), mentioned that the peer had used the same picture as S5 had used previously.
Also, S23 learned from others’ postings more about how eyes, just like skin, can be sunburned.
S6 shared with others some information related to water quality in Europe she had learned

previously.

(S25 2008-11-06 15:33)
Sragetlt 2JIE ole s=20I/UAZR...=
Really! Koalas could bite people. Ha
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(S5 2008-11-07 13:00:54)

&S = Z20cl0l el Xl Eete HXE,s
EHXEHEHTR.

“Don’t throw your cigarette ends on the floor. (The cockroaches are getting cancer.)” Haha. You
found the same sign as | did. | felt the meaning on the sign entirely.
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(S23 2008-11-05 19:51:39)
I didn't know that eyes can get sunburned! good information~

(S6 2008-11-06 22:11:54)
=..50l =82 H3Z20| HOtM 22U 227" AIM OHHOF 222 XIZ = UL LICH
Water... Especially in Europe, you should never drink it because it contains a lot of lime ~
Buying water is keeping healthy.
4.3.4.2.3 Social/Affective strategies
Reducing anxiety and encouraging each other are core social/affective strategies (Oxford,
1990). In this study, students tended to encourage each other and express their feelings, which
helped them to create a learning community. The following examples show how students used
social/affective strategies. S39, a student who was quite creative in the ways she presented her
responses to assignments, received several positive comments. She took the time to reply to

these and was, therefore, instrumental in helping to build community. One student, S4,

expressed her surprise at the way S39 structured her answers, using the emoticon (or smiley),

v .s39 again showed her enthusiasm and S4, expressed her enthusiasm as well.

(S15 2008-09-08 13:00:07)

Holdd S digt=0 EUHE AUA=EH 2AASE A0 HANUR. RFHAR.HNE
=2 0I0F & 2200 Ot 2 902 HR2& 280] e U R.

I clicked to read yours as a reference. You freely expressed your opinions in English. I’m green
with envy.. I’d like to do the same, yet I can’t.

(S5132008-09-09 15:47:55)
FANHGHAAM S Selx=d B2 28 A F10 2 otA00K. 2A LG
I referred to work uploaded earlier by diligent peers. Thanks.M™

v (54 2008-09-10 15:00:50)
ME MM 20| Egldl=~ [ Zot8HE 7w 28.. USHAHH=s SLa0AAHK.



The approach seems to be different from mine. You did a better job! 77 77* | envy you. | should
put more effort into my next work.

*TT.T7 is a code to show you are sad or unhappy in Korean, which is mainly used in technology
meditated communication, i.e., computer chatting, cell-phone messages.

(S39 2008-09-11 11:37:46)

Ot ==, A0 &SHXIDF 15 HOILE ©l AT, AFE RO B2 0 StLEakLE GH LD
UGLICEH et SBHEA AR

No. Ha ha, I haven’t studied English for 15 years. | managed to do it one by one by looking up in
the dictionary. | am going to study hard this semester.

(523 2008-09-12 18:39:40)
250l & £E24 A 202!

Your pronunciation seems to be very good!

(S6 2008-09-14 20:20:46)
S~ 2tZ0tH AZ6HH otEUl ..

I’m so envious~ You did it simply and concisely.
Some students added their gratitude and encouragement to the others’ comments.

(S3 2008-09-06 02:37:38)
Si=2 ZARLIOT Mal &l 4ol 90 B2 e~

Thanks for your comment." Let’s study very hard~.

One student, S17, encouraged herself with the comments to herself on other’s posting.

(S17 2008-11-21 03:38:44)
dHE3AI2t2 2 = 22eh. E M2AotH~ 2= A2~ =HotA 2~

I might be sleep 3 hours.. Think positively~ Cheer up, everyone~ Sleep tight~

(S17 2008-11-21 04:24:21)
OHEE AL JANR. SRAFMR. &
I couldn’t sleep yet. Please cheer me up. sigh

Another student, S12, used the agreement phrase, ‘of course’, to express her understanding

what she read in a peer’s work.

(S12 2008-10-16 12:14:07)
QUOIRI EME A2 ML WUNRA==m==5

Of course!!Spending money is always fun. hehehehehehehehe
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The examples below show how some students expressed empathy and attempted to
make others feel less anxious and more comfortable, tried to make them feel like they were not
alone, that they were, in fact, part of ‘the community’. When S10 posted her complaint about
buying a pair of shoes on line, several students responded with similar experiences, and

expressed an in-depth understanding of S10°s experience and feelings. Describing experiences

it
*

and expressing feelings by choosing an appropriate emoticon, “<* *, led to some powerful
messaging between students. S29, having had a similar experience, expressed her sympathy

with the peer’s experience.

(S10 2008-10-14 02:27:38)

they are real leather? | got these shoes this morning. The color was nice and fitted well. I put them
on for dinner out. When | got back home, my husband and | were shocked to find out that my
socks and feet are dyed red. Those shoes become discolored. | have never seen it in my life. How

I'm sending you these funny shoes. | want to refund! I want my money back, now!

(S29 2008-10-14 15:14:58)

ME O M Ao, 5= ot I HiX| 2l elAl 2-Z=tof HEX| AHo] 2501 HEH A0
UAJZ.TT.T

I have had the same experience, too. In my case, it was pants. My white sneakers got dyed to the
colour of the pants.

(S3 2008-10-14 18:42:22)

NER.. SAEU At ACHE AIZEES SH
AU R? S0tLE YA 7

Me too. I took my shoes off at the restaurant. Oops! My pantyhose got dyed. I can’t believe it.
**|n Korea, some restaurants have tables in the room. We usually take our shoes off.

O
rr

Ol &2~ AEH200 201 SHUX

(S47 2008-10-15 02:16:54)
J HES0] AqLAZR... 08NS

You have had such experiences... nodding, nodding

(S34 2008-10-17 13:28:28)
7t8 HHIEX| MO £R2E2 EEE EFE.AMNL... ——;;

Sometimes my jeans dyed my underwear blue...—.—;;;
(S16 2008-10-21 01:15:07)

M 492012 220AM LSHOIC AHMS0| SSLHHSLU...
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http://snowweb.sookmyung.ac.kr/lms/stu/lg/LgBrdViewFrm.jsp##
http://snowweb.sookmyung.ac.kr/lms/stu/lg/LgBrdViewFrm.jsp##

My case was a swimming suit. Whenever | come out from the pool, colourful water dropped from
my swimming suit... I can’t believe it!

%7 (S29 2008-10-21 01:55:34)

W R5| ghe SHotM 2RO 2. 28 8o ARICZE AU HMIF ME/ F42lof =7t

L
HURE.

I washed and sent the item. Of course | took a picture before. | was so upset by the careless attitude
of the (online) shopping mall.

(S2 2008-12-05 13:05:12)
T e Felsol AR
T 17> 1 should be careful when | do shopping.

*TT.T7 is a code to show you are sad or unhappy in Korean, which is mainly used in technology
meditated communication, i.e., computer chatting, cell-phone messages.

In this effort to continue to build a sense of community, the participants continued to
carry on the conversation, to encourage one another to continue to improve their language
learning. Others, not part of the group, sent feedback as well. The number of hits, 35, was

higher than usual for an individual posting.

(S38 2008-11-21 16:22:22)
S2[A| =2l 7 DM EHE 0 2~~11

Thank you for your hard work~~!!!

(S20 2008-11-24 00:28:52)
The pictures are fun.A »

(S8 2008-11-24 08:13:00)
Hote.=ZEA =Bt HF DdsHol 2. f2| = =to| 8!

Right! You really did a good job! Cheer up our team!!!

Language learning strategies are not single events, but rather a creative sequence of
events learners actively use. They do not exist in isolation but interact and support each other
to facilitate second language learning (Macaro, 2001). This result section, looking at students’
collaboration in a VLE lends support to Macaro’s findings. The following examples show how
the three learning strategies — cognitive, metacognitive, and social/affective — focused on in

this study were employed by students. When student S29, posted a message about eye contact
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as a positive example of body language in the course material (e.g., cognitive), S3 quickly
posted her comment, adding to S29’s example, and elaborating by giving her interpretation of
how this particular body language was used in her, Korean, culture (e.g., metacognitive). Then,

again, S29 replied with a thank note (e.g., social/affective).

(S29 2008-11-28 04:14:03)

Make Eye Contact

Looking someone in the eye is an easy way to let them know that you are confident. Because this
look is traditionally challenging, it sends the message that you are not afraid to stand up for your

goals. Try not to meet the eye for too long. Maintain contact for as long as you feel is necessary,

and then look somewhere else.

(S32008-11-30 20:36:43)

Eye is one of the most important nonverbal channels for communication with other people. Eyes
are the window to the soul. Comparisons with other mammals reveals that homo sapiens secretes
tears as an emotional response. Other terrestrial mammals do not express their emotions by
weeping.

= A (reference)
http://www.1000ventures.com/business_guide/crosscuttings/communication_f2f eye contact.html
But in Korea, if someone is older than me, I don't look his/her eyes. It's kind of a polite manner to
the olders. Sometimes | have eye contact, but usually | have to keep my eyes down. Especially
when I'm in front of my parents-in-law.

(S29 2008-12-01 01:11:24)
Thanks! Yes, | agree. In Korea, eye contact is sometimes rude.

The results reported in this section not only support and extend Macaro’s work. As the
above examples illustrate, virtual learning environments (VVLESs) encourage and enhance

collaboration, even when students are engaged in the use of varied learning strategies.
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V. DISCUSSION
5.1 Introductory Overview
In this chapter, the three research questions which were addressed in the methodology chapter
will be revisited from the perspective of the data presented in the results chapter. The research
questions focused on identifying the way in which a VLE provides opportunities for
collaborative learning. The three questions investigated how the learners actually collaborated,
how they constructed new knowledge, whether and how their attitude and motivation toward

learning English changed, and what factors affected this.

The main research question is:

What opportunities does an e-learning environment provide for collaborative learning
and what effect does this have on the learners as the course progresses?

This main question gives rise to the following ‘sub-questions’:

1. Do learners work collaboratively? If so, how do they collaborate? Does this

change as the course progresses?

2. What motivation and attitude do learners have toward the course? Do they

change as the course progresses?

3. Do learners orient towards language or content? How?

5.2 Three Forms of Collaboration
The first research question investigated whether learners in a VLE work collaboratively and, if
so, what forms these collaborations took. For instance, how did individual students participate

in the activities, what form did their collaboration take, and how did the patterns of
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collaboration change as the course progressed? The findings in the results chapter indicated
three different forms of collaboration. These three forms of collaboration were: reading,
feedback, and discussion. Johnson et al. (1998) address these types of collaboration, calling
them, natural learning (p.28). Their findings suggest that these collaborations occur in
situations where students work together in unstructured groups and create their own learning
environments. The collaborative process generally follows the same pattern. Advanced or
confident students post their work early. Others, having a chance to read these early posts, go

back and evaluate, and revise their own work.

Students in this study used a variety of different resources in order to reach the zone of
proximal development which matched what van Lier (1996) showed in his ZPD learning model
(see Figure 2.1 in section 2.2.2). Students seem to choose equal or more capable peers to work
with in order to complete the given tasks and understand the course materials. They also sought
help from friends, family, or English colleagues to support their scaffolding (see section 2.2.2)
efforts. They formed a study group, including less confident peers, to exchange information
and assist each other. Aslo, they used their background knowledge and experience related to
content such as health care information or travelling information. These various ways of
interaction and collaboration in this study clearly confirmed the lists in van Lier (1996)’s

model.

It was also clear from this form of collaboration - reading (versus feedback and
discussion, the other two forms of collaboration referred to above) - that students gradually
created a sense of connection between themselves and other students, and between themselves
and the teacher. This, in turn, encouraged them to access the web board, and post more often.
Haythornthwaite et al. (2000) emphasize how important it is for learners to feel that others read

their written works or comments in order to foster the sense of belonging to the community.
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Students benefited from reading other students’ assignments and, having time to reflect
on what others had written, gleaned new information from their referenced sources. Weller
(2002) points out that collaboration in second language learning promotes the development of
reflection, active learning and a deeper understanding. Morita (2004) found that some of the
participants in her study made use of their peers as a major source of support and guidance for
their linguistic development, completion of assignments, and participation in classroom
activities. In this researcher’s study, students used peers’ assignments as an important source of
support and guidance in order to build up linguistic and content knowledge, to complete the
given tasks, and to make contributions to the course. In addition, students built and expanded
their vocabulary, expressions, and factual knowledge without the conscious intention to commit

to memory, exhibiting ‘incidental learning’ as defined by Hulstijin and Laufer (2001).

As the findings (see section 4.3.3.1) show, reading others’ assignments allowed
students to revise and add to their original submissions, allowing them to elaborate on
their original responses. This, referred to by Lantolf and van Lier as self-regulation
(Lantolf, 1994; van Lier, 1996), could be considered, in the ZPD model, as scaffolding.
Student S13 (See Appendix G) provides further evidence of how reading others’
assignments allowed her to revise and add to her original submission. She elaborated on
her original response, including a quote from another student’s work. This support, or
scaffolding, enables the students to perform independently tasks that previously they
could perform only with the assistance or guidance of the teacher. This scaffolding, if
encouraged appropriately, can create more opportunities for the students to produce more
in-depth responses, enabling all participants to co-construct knowledge and learn from

the collaboration.
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This study also supports Hmelo-Sliver et al.,’s (2008) examination of how learners
collaborate effectively in a group. They found that learners built on each other’s ideas,
processed the information they gathered, revised their own thinking, and used the new
information to locate more informative resources. Students would read the early posts and use
this new knowledge to understand course materials and search out other resources. This

scaffolding strategy produced a more satisfactory and improved performance by learners.

Both citations (Hmelo-Silver et al., 2008; Johnson et al., 1998) were addressing
findings from written collaboration. This study, which looked at not only written evidence of

collaboration but other forms, including reading, only serves to support their previous findings.

The second form of collaboration, feedback, refers to exchanges between students
and students, and between students and the teacher. The feedback tended to be general in
nature, sometimes taking the form of social commentary. Mostly positive, the exchanges
were encouraging and helped to reinforce understanding of assignments and course
content. This positive, encouraging nature of this feedback, particularly in Asian cultures,
has been commented on in previous research. Yildiz and Bichelmeyer (2003) indicate

that public criticism is not considered polite in certain cultures.

Because an e-learning environment can have an isolating effect, the participating
individuals felt a need to provide personal, friendly, and supportive feedback when exchanging
with one another. When the feedback was between a student and a teacher, however, the nature
of the feedback was somewhat different. According to studies by both Yildiz and Bichelmeyer
(2003) and Hyland and Hyland (2006), students value teacher feedback more highly than peer

feedback when they focus on course content or forms of language.
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In this study, the result of question 17- How did you choose in which order to read
others’ assignments?- in the questionnaire tends to support the view that the teachers’
comments were taken more seriously. They chose and read others’ assignments, reading those

which were commented on by the instructor first.

The examples (See Appendix H) below from students’ journals, open-ended
questionnaires and from the LMS records show how students exchanged feedback and
understand the role of feedback. Students supported each other, not only academically and
technically, but also in regards to emotional issues. The exchanges involving the question from
S32, how to listen to her recording, and the follow-up answer from S9 in the examples,
demonstrate scaffolded information and how it helped the students solve their problem and
learn technical skills. This particular exchange exemplifies scaffolding which revolves around
emotional issues, and is referred to as ‘affective and motivational” scaffolding (Lajoie, 2005).
Socio-affective support in the online learning environment is a fundamental element to the
success of social constructive learning (Stacey, 1999). Student 33 in her journal explains the

feedback she got, illustrating the importance of this kind of scaffolding.

(S33) T am quite happy and feel rewarded because I got feedback from others such as ‘You did a
good job’, ‘It looks so good’, and ‘It is helpful.” Although they are simple comments, | felt so
good with their compliments. They made my day.

It is interesting to note the gap in the satisfaction students reported between reading
comments on their own work, and providing comments on others’ work. This statement - |
enjoyed reading others comments on my work (Statement 11) - was agreed to by 83.4% of the

students, whereas, only 43.3 % enjoyed giving feedback on others’ work (Statement 14).

A similar result occurred when students were asked about their satisfaction level

regarding whether they enjoyed reading comments on their own work versus reading
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comments on others' work. From Statement 11 (comments on their own work) and Statement
12 (comments on others’ work) in the questionnaire, it is clear (high percentages on both counts,
83.4% in the former and 75% in the latter) that students enjoyed reading comments period;

however, they enjoyed, with a slight preference, reading comments on their own work.

The findings of this current study provide a different perspective on some previous
research which relied exclusively on exchanges or feedback of a written nature, not taking into
account, oral exchanges, as in Skype or Messenger, or visual , as in emoticons (smiley), or
more importantly, reading. For instance, Hrastinski (2008) acknowledges the limitations of
using these written discussion threads as a way of evaluating the quality of the learning taking

place. Mazzolini and Maddison (2003:252) also comment:
Although the rate of student participation and the length of their discussion threads may be
common intuitive ways used by instructors to judge the ‘health’ of their discussion forums, it is

far from clear from this study that they are useful measures to judge the quality of the learning
taking place there.

The importance of the reading component, for instance, surfaces with the 'lurker
phenomenon'. In a recent CPsquare project entitled “Let’s get more positive about the term
lurker” (CPsquare Lurker Project, 2003), this phenomenon was discussed in some detail from a

Communities of Practice perspective.

They conclude that “(...) it is valid for participants to interact at different levels, depending on
the context of CoP (or discussion) and their learning needs. However, concern was expressed
that while non contributors may be meeting their learning needs, the wider group needs active
participants to ‘value add’ for all members in order to support the long term sustainability of the
community. It was suggested that expected roles and contribution levels....

(Williams, 2004:2)

Williams (2004) introduces a neutral term Read Only Participants (ROPs) rather than using the
passive term lurker. He emphasizes that ROPs are also actively following the course and

learning even though a little contribution is made to the discussion.
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We have looked at the first two forms of collaboration, reading and feedback. We will
now look at the ways, in which students participated. Because of individual time schedules and
the nature of learning in a virtual environment, the majority of students worked individually,
rather than as members of a group. Other students went outside the formal confines of the
course and elicited the help of persons beyond their course peers, including colleagues and
experts, as well as family members in their thread discussions. The comments in these

individual responses to the assignment were many, and enthusiastic.

Forty-three out of 47 participated in group discussions. Seven students went so far as to
form a group on their own initiative, and work together. Though, still using the L1, they

included the use of the web board and Messenger to encourage each other.

The post, from those individuals who formed a group on their own to respond, drew
more hits (72), than any other response to the assignment. Other students, not part of the
spontaneously formed group referred to above, not only worked together on assignments, but
also asked the others to help them solve personal problems. Consequently, they became active,
not just passive, recipients of their mutual exchanges. Though the teacher did attempt to
provide various learning activities (other than just writing exercises), this kind of active
participation occurred naturally during the course. Students, not always waiting for the teacher,
often responded directly to one another regarding word and expression usage and meaning,
content knowledge, and even technical (use of on-line technology) knowledge. Mesh
(2010:167) emphasizes collaboration in second language learning.

Learners feel supported by each other, which in turn produces the conditions for taking risks in

the learning process. If learners have the opportunity to develop trust in each other, then

challenges will become part of the culture of the group. They can share ideas and comment on

peer’s work in an environment of trust, empathy, collaboration and enjoyment. Learning is

more meaningful when it is fun.
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This study indicates that various forms of collaboration facilitate scaffolding within the
learner’s ZPD, and play a crucial role in helping students to build their knowledge base and
learn how to cope with the on-line technical challenges. These collaborations also help learners

to reduce their feelings of isolation and frustration.

5.3 Development of Collaboration

As the course continued, students learned new ways in which to collaborate. Though they may
not have been cognizant that they were doing so, they eventually began to use both fixed and
adaptive scaffolding (see section 4.3.3) learning approaches and various learning strategies (see

sections 4.1.4 and 4.3.4.2).

On the whole, at the beginning of the course, the lack of collaboration by some students
may have been due to technical difficulties (i.e. recording and posting assignments), and there
was some indication that a few students were not able to get access to the course until the
course was well underway. Learners read peers’ assignments from the first week of the course
but rarely exchanged feedback. The gradual development of reading collaboration was
nevertheless evidenced by the results of the questionnaire. By the end of the course, hits on
responses to their own work and responses to the work of others, showed that the reading
frequencies of students (comparing hits at the beginning to hits during the last week of the
course) had increased by a factor of 2.5 (see 4.2.3). It seems clear that reading peers’
assignments provides ‘scaffolded help’ (Lantolf and Appel, 1994), allowing learners to obtain
their ZPD and reach the state of self-regulation during the course. Wood et al. (1976) suggest
the six ways in which this kind of ‘scaffolded help’ can be used to assist learners in various
learning contexts: recruiting interest in the task, simplifying the task, maintaining pursuit of the

goal, marking critical features and discrepancies between what has been produced and the ideal
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solution, controlling frustration during problem solving, and demonstrating an idealized

version of the act to be performed.

Sometimes, they worked with peers in the course or with an expert or a more advanced
learner of English (e.g., friends, family member or colleagues who were not enrolled in the
course). From week five onwards, they expressed more ease in performing the given tasks. The
number of feedback posts was under 20 in week 1 and 2. At week 10 the posts hit the highest
number, 138. After week 10, because of interventions by the teacher to fine tune the task
instructions, peer to peer feedback dropped off; it remained, however, still higher at that time
than during the first and second weeks of the course. From week 6, learners actively engaged in
the collaborative learning process, sharing their ideas, expressing their opinions and
exchanging feedback. Discussions or group work, which the researcher expected to be
challenging, were completed quickly, and with surprising ease in the middle and end of the

course.

Students created a dialogue where their fellow participants felt listened to, and
encouraged to participate. They gave feedback directly in order to express reciprocal emotional
and sympathetic responses. At first, it was clear that some students, new to VLE, were
reluctant to give comments on others” work. The findings from students’ journals show that
even those students not benefiting from the shared group experience (those students working
on their own), gradually began to benefit from taking part in the shared discussions. Although
they were embarrassed and nervous about making mistakes or letting others view their poor
English ability, with time, they adapted to the new environment and eventually, with practice,
developed positive attitudes. As indicated earlier, over time, students worked harder and spent

more time in preparation in order to convey a better impression to their peers.
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As the teacher introduced new, and different ways of solving or responding to any
given exercise, the collaborative ways in which students attempted to respond increased not
only in number, but in ways of approaching solutions. In weeks 5, 8, and 11, though similar
types of task were assigned, records from LMS show the amount of feedback by students
continued to increase. It became evident that by adding different ways of learning, different

ways of approaching the assignments, the collaborative learning process was greatly enhanced.

Previous research focused almost exclusively on writing (Hmelo-Silver et al., 2008;
Curtis and Lawson, 2001; Nunes, 1999; Johnson et al., 1998). This researcher, along with
emphasizing writing exercises as a way of learning collaboratively, placed equal emphasis on
the reading of others’ assignments and sharing comments in a public forum. This was often
accomplished through interventions by the teacher. Sharing work in this way does potentially
pose the risk of deliberate or unintended plagiarism and instructors should, of course, monitor
and intervene when plagiarism, unintentional or deliberate, is suspected. During the main study
this was done through instructor intervention (i.e., asking students to add a reference such as a
URL or a studnet’s name when they quoted directly). In fact, however, the incidence of
students using others’ material is quite rare in an on-line environment where all students can
access and read each other’s posts; this, in itself, in such environments, becomes a self-

regulating measure preventing the plagiarism of each other’s and outsourced references.

Interventions included giving some guidelines for keeping journals, task modifications,
and suggesting, though not making it compulsory, how students might work in groups. Tasks
were tailored to students’ familiarity with peers and their levels of English. In this way students
were gently guided to work in groups collaboratively, and to engage in discussions and group
projects. They were soon actively participating and taking responsibility and ownership.

Following Kamhi-Stein’s (2000) example, the current researcher introduced interventions
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encouraging students to interact socially. Nunes (1999) also addresses this kind of intervention

explaining that it allows students to promote interpersonal relationships.

Learners, as they became more familiar with the course itself, and with their peers, were
more readily able to share their feelings and ideas about the goals of the individual tasks. In
particular, peer feedback became a key component in creating rapport and facilitating a sense
of good feeling. The findings of Weasenforth (2002) and Kamhi-Stein (2000) confirm this,
showing that social interactions, such as familiarity with classmates and sharing ideas and

experiences, are of great benefit to the completion of assignments.

It is seen that as the course progresses, and students come to know one another better,
the comments become less challenging and critical, and take on a more encouraging and
positive tone. Familiarity and sharing encouraged students to be more positive. Other
researchers have commented on this. Leahy (2008) indicates that this tone down (Leahy’s term)
feedback of learners is an attempt to maintain a positive rapport and create an equal-standing

status.

As cited by Fleming and Hiple (2004), the study of Fleming et al. (2002) adds that these
social, collaborative activities foster a sense of online community. Such an atmosphere
encourages learners to contribute to discussions, engage in group work, and contribute to the
formation of a community which includes both students and teachers. Students sometimes
place an equal weight on messages posted by either the instructor or a student, and collaborate
with each other, and with the instructor, not only for learning purposes but also to build and
strengthen a learning community. According to Johnson (2007), the positive interpersonal
relationships promoted by cooperative and collaborative learning are the heart of the learning

community, and the establishment of these social goals reduces the chances of attrition.
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It became evident, however, that the teacher needed to make continual efforts to try to
keep each individual student engaged. The interactivity of the VLE made this easy to do, as it
lent itself to having the advanced students posting early, and the other less advanced students
learning from these advanced posts, and adapting their own responses. Furthermore, as

Smaldino (1999:9) noted:

Planning for interactivity is important. Not only does the instructor have to plan for interaction,
but students may require training to participate actively in this type of virtual learning
environment.

In this study, the teacher and active students (playing, in fact, the role of teacher) worked hard
to help less active and confident students to become more comfortable with the kinds of

exchanges and sharing of knowledge which would lead to the creation of community.

Figure 5.1 summarises the process of collaboration in the current study.

192



Figure 5.1 Collaboration Development Flowchart
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5.4 Learning Technology: Bricks versus Clicks
In the past, there was the classroom. That was the learning community. Now we have VLE, the
new learning community. As we move from physical to virtual platforms, from learning in a

closed, classroom environment to learning in an open, virtual environment, it is imperative to
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detail the technology (the tools) that has allowed us to move from bricks (physical) to clicks
(VLE). From pencil (a low-impact, word processing tool, but still, nevertheless, a tool) to e-
mail, discussion boards, Messenger and Skype (the tools of VLES), it is important to keep in
mind how we create VLEs. Such communities are then able to create learning environments
which are active, collaborative constructions of knowledge, instead of simply one-on-one
(teacher to student) knowledge transfer. These virtual classrooms, unlike the restrictive, brick-
and-mortar classroom, allow learners (and teachers) to engage in contextualized authentic tasks,
very different from the abstract, packaged sequential instruction which takes place in the

traditional classroom.

Learning community in this study, to borrow Johnson’s definition (Johnson and
Johnson, 1999), is “a limited number of people who share common goals and a common
culture.” Students expressed feelings of belonging or feelings of being a member of community

with the sharing of assignments and by exchanging feedback.

In some cases, students identified this feeling with their sharing of emotional difficulty
and sympathizing as they moved toward common goals. The immediate goal was to submit the
assignment; while the long-term goal was to complete the course. As the previous sections (see
section 5.2 and 5.3) showed, collaboration (sharing work, exchanging feedback, sharing
emotional difficulty and sympathizing with other students’ difficulties) was requisite to
creating an online learning community. The result of statement 22 | hope to keep in touch with
one or more of my classmates in questionnaire was very interesting. Forty percent of students
agreed or strongly agreed and 40% were neutral. It was evident from the results in the
questionnaire, that the students who agreed or strongly agreed with the statement, were
enrolled in the course to accomplish more than a single or, possibly, one or two goals. They

wanted to learn English, but also wanted to experience the VLE as part of a larger community.
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Hence, when the course ended, they were motivated to maintain contact. Those who were more
reluctant to stay in contact, had enrolled for very specific reasons; and, once that focused goals

was accomplished, they were less motivated to remain in touch with the study group.

As many other researchers have demonstrated, network technologies in a virtual
learning environment, contribute to collaborative learning (Alavi and Dufner, 2005 ; Carlén
and Jobring, 2005; Dabbagh and Kitsantas, 2005; Hara et al., 2000; Nunan, 1999; Warschauer,
1997; Warschauer et al., 1996; Alavi, 1994), and to extending and strengthening the learning
community (Kamhi-Stein, 2000; Nunan, 1999). The present findings are consistent with
previous findings. The asynchronous (24-7 access possibilities) nature, the geographical
freedom (access from anywhere) of the technology, despite the lack of face-to-face contact,
enhanced collaborative efforts and made it easily possible for students to create a sense of

community.

The use of web-board technology, for instance, used in this current study, is one
example of how technology lends itself to creating community in a VLE; it provided the means
by which students were able to interact, reflect, evaluate, solve problems, or simply exchange

thoughts and feelings.

Kambhi-Stein (2000) and Arnold and Ducate (2006) indicate technologies such as
asynchronous CMC modes (e.g., Web-based Bulletin Board systems and e-mail) have the
potential to promote collaboration and reduce the isolation felt by novice learners. As Gutiérrez
(2006) emphasizes, these technological tools mediate and enhance the process of collaborative
learning. As with the face-to-face communication that takes place in the traditional classroom,
students in this VLE were able to use the web board technology in much the same way,

sometimes even more effectively. As well as addressing the task itself, they were able to
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express their anxiety and confess their difficulties. Arnold and Ducate (2006) address how
asynchronous computer-mediated communication (ACMC) employs a high degree of
interactivity as well as cognitive and social presence. Students might feel isolated if they doubt
that others are reading their assignment and comments posted to the web board. According to
Rovai (2000), as cues are fewer, social presence is lower, and as social presence goes down so

does sense of community.

As the results show (see 4.1.2.3), emotional expression and open communication
appeared to contribute to learners’ sense of belonging to a community and, in turn, lowered
their anxiety and helped them to feel at ease expressing the problems and difficulties they faced.
The results from the questionnaire supported this. The responses of students to statement 2 |
am less afraid of using English after this course in the questionnaire (18.3% strongly agreed
and 51.7% agreed) indicated that the experience of the VVLE course reduced their previous
levels of anxiety caused by using English. In addition, 71.6% of students agreed or strongly
agreed with statement 15 7o read others’ assignments provided less anxiety and a more
relaxed environment to complete given tasks as my own assignment. A similar percentage
(71.7%) of students disagreed or strongly disagreed with statement 16 | would have liked this
course better without submitting my assignment in public on the web board. These responses
regarding levels of comfort and reduced levels of anxiety are directly linked to the technology
(in this case, the web board), and further proof that VLE technology, though it does not replace
the face-to-face effect that takes place in a traditional, physical classroom, does influence and

support the creation of community.

The technology used to create virtual, distance-learning environments is part of the
process of building ‘spirit and trust’ which Rovai (2000) classifies as necessary components of

community building. Spirit refers to recognition of membership in a community and the
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feelings of friendship and cohesion that develop between learners. Trust influences the
interaction among peers and encourages easy and positive feedback (McMillan, 1996). Brown
(2001) finds from his study that students realize the potential of distance-learning technology
to create a community, they grow more and more comfortable about using the various forms of
that technology (discussion boards, email, Messenger) to discuss course content and to
communicate with their online peers. He suggests that “community-building should be
emphasized not just for the sense of togetherness it provides students, but also to help keep the
students in the class and in the program, to promote full engagement in the class, to facilitate

effective collaborative learning (Brown 2001:34).”

The current study confirmed, that active engagement and quality, and depth and breadth
of collaboration were associated with creating a learning community; and that this creation of

community was supported and encouraged directly by the use of appropriate VLE technology.

Building and sustaining community by encouraging and facilitating equitable
interaction and collaboration made learners feel valued and allowed them to benefit from
sharing ideas, experiences and resources. Such interactive and collaborative opportunities in a

virtual learning space have positive influences on learners’ satisfaction and retention (Alavi,

1994; Alavi and Dufner, 2005).

In addition, asynchronous tools allow time for reflection before contributing (Ducate
and Lomicka, 2008; Ducate and Lomicka, 2005; Williams and Jacobs, 2004; Oravec, 2003;
Garrison et al., 2001; Warschauer, 1997; Aiken, 1993). Especially for EFL learners, who need
to gain greater flexibility in language skills, an asynchronous medium provides both the
interactive features and the reflective qualities that face-to-face interaction does not allow for

(Sengupta, 2001). Students, in this study, took advantage of this benefit while they were
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working and revising their assignments after reading others” work or receiving feedback. This
reflective luxury allowed for by the asynchronous technology is exemplified in the journal

entries of students (See Appendix 1).

Vonderwell and Zachariah (2005) emphasized the effect of students’ technology
literacy levels and the complexity of web board interface design on the levels of participation
and reflection. In contrast, the findings in the current study indicate that language competence
had, in fact, a greater effect than their knowledge of or proficiency with the technology. Even
those students who were new to the technology, once they realized its potential, began to show
gradual improvement in their comfort levels. More critical, in this particular study, was the
issue of the content, English itself. Yildiz and Bichelmeyer (2003) find that linguistic barriers
including reading comprehension and writing difficulties and cultural differences impose
difficulties on participation and interaction in discussion forums. Felix (2002:6) also
emphasizes that “the Web has the potential to engage students more fully in the construction of
knowledge especially at an intermediate and advanced level.” Encouragingly, in this study,
those less confident students were challenged, but tried harder to contribute, and to engage in
collaboration even though disadvantaged by their language proficiency. In the current study,
the comfort level of today’s students with technology in general, was actually an advantage and

an encouragement when it came to improving language learning in a VLE.

Student satisfaction studies have been both positive and negative. Fleming and Hiple
(2004) found that learners felt comfortable and had no problem using asynchronous tools in
collaborative ways. Ocker and Yaverbaum (1999), on the other hands, found that students were
less satisfied with the asynchronous learning experience. The findings of the current study
support Fleming and Hiple’s work, finding that students were generally quite satisfied with the

way they were able to use web boards for communicating and collaborating in the course. One
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possible explanation of the differences in these findings may be simply related to the swiftness
with which technology has proliferated. Ocker and Yaverbaum did their work in 1999; while

Fleming and Hipple conducted their research in 2004.

By the time this current study takes place, the technology is almost ubiquitous. Students
are used to taking advantage of the asynchronous nature of online learning to work in their own
way. In this study, as in others (Ware and Warschauer, 2006; Lamy and Goodfellow, 1999;
Ailekn, 1993), both students who wanted to take their time preparing postings, and those who
wanted to communicate at a faster pace, were able to work within their own schedule and pace

of learning.

By participating in collaborative experiences in an e-learning environment, students
have opportunities to share different opinions, and to use various styles of collaboration and
communication with which to construct knowledge of the target language (Ware, 2005). In the
current study, the ways of collaboration and communication consisted of sharing peers’ works
and exchanging feedback on the web board as part of the process of building knowledge. Rovai
(2000) says that ‘learning’ is one of the components of community. In as much as the
technology used to create an online classroom lends itself to sharing knowledge and increasing
collective knowledge, it can be said a VLE enhances the building of community. By
collaborating with someone who is more experienced, such as a teacher or a more advanced
peer, a learner can complete more difficult tasks. Thus, learners learn and develop more than
they could have on their own.

In this study, two very important and relatively new phenomena surfaced. This
researcher has termed these as anonymity and reciprocity, and posits they play important roles

in developing and enhancing knowledge-building and community creation in VLEs.
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On the basis of students’ comments, this study found that anonymity allowed students
to share their work and ideas with more ease. If they did make what they considered to be an
embarrassing contribution, this sense of anonymity lessened the negative impact such a
contribution would have had in a face-to-face exchange. Anonymity, as found in the
Cambridge dictionary, is defined as when someone’s name is not given or known. In this study,
although students used their real name, students explained in their journals how being able to
comment without actually knowing the other students or being known by them, made it easier
for them to discuss language deficiencies and their inability to understand the assignments or

exercises.

The “distance” referred to by Kamhi-Stein and Warschauer (Kamhi-Stein, 2000;
Warschauer, 1996a), though they do not use the term anonymity, comments on the sense of
anonymity provided by technology. Their study goes on to say that this sense of “distance”
motivated students to participate in a VLE, where they would rarely have participated in the

physical classroom due to potential embarrassment.

Research has been conducted on these phenomena (anonymity and reciprocity) in other
disciplines. In the field of medicine, for instance, Greist et al. (1973), was able to show that
medical patients tend to report more symptoms and undesirable behaviours when interviewed
using similar distance-learning technology to that used in this study, than they did in face-to-
face interviews. A similar study by Joinson (2001), in the discipline of psychology, carried out
three separate studies examining the comparison of levels of self-disclosure in CMC (a
component of VLE) and face-to-face. These studies found that anonymous participants, and
participants not visually (no digital camera) connected in CMC, disclose significantly more

information about themselves.
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By comparison with earlier VLE research, social exchanges were more prevalent in this
study than in previous studies. These social contributions seem to be fundamental in the
building of a learning community. At the beginning of the course, some students clearly
experienced apprehension about their use of English. As the course progressed, however,
students gradually participated and contributed more actively and openly without expressing

any sense of losing face (See Appendix J).

As well as anonymity, this study revealed that the phenomenon of reciprocity was also
important in the development and enhancement of knowledge-building and sense of
community. Arnold (2006), looking at transcripts from asynchronous discussions in foreign
language methodology classes, noted that the considerable open communication which takes
place in a collaborative learning environment leads to the forming of a learning community. He
added that reciprocal and respectful exchanges are characteristics of open communication and
help to build a sense of community and keep each other engaged in the given task. In the
current study, the students’ journal entries indicated that learning from others prompted them to
share (see below) what they had learned with the greater community. Such learning lessons
included concrete examples of a deeper understanding of grammar, increased vocabulary, and
more abstract things such as ways of thinking or talking about an idea. And even, in some
cases, such learning lessons included emotional growth and expansion of comfort zones. In all
cases, those experiencing the learning also felt compelled to give something back, the very

essence, in this researcher’s thinking, of reciprocity.

The journal entries continually support this claim. The journal citation below is a good
example. Student S10 was clearly an experienced traveller. But in the beginning, he was not

eager to share his experiences. After participating in and learning from the group, and getting
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better at expressing himself in English and, despite still very clearly perceiving his English as

being poor, he risks sharing his travel expertise.

**At the beginning

(S10)
HFFAH FH=H UAHE HSHCAL 2 E 2 AUCH DM JisotH 23 22l i,
OB OEARSHHNE E20/ I D LF 5 L2ls H2S 20| 2 2 UN ZIRACH

[ uploaded my first week’s work a few days later than the due date. Of course, there was no
comment. After that, if possible, | tried to submit my work early in order to get many feedback
comments. It would be helpful for peers as well as for me.

**At the end of course

(S10)

Travel tips AFOIEOIA &= A2 22012 LISEUZ A HE CHLITEA A2
MNBEXHQSHAH L2 &XAE SUHM 370D A2 20l & EUA=0l.. AL 2 XIEt
e 0 A50 SMRII0F 240X 2.0+ =L L

I wish | could share a lot of tips from my experience which | obtained from trial and error through
travelling around, and information from web sites on travel tips. As usual, | stayed up all night (to
do assignments) because of my poor English... I felt my work left a lot to be desired.

There is much to be said for the learning experience that takes place in the traditional
classroom, the subtle influences of body language and the immediacy of exchanges between
students and students, between students and teachers. And there is much yet to be researched,
documented, and validated about the learning experience that takes place in a VLE. The
interactive possibilities, reliant on neither time nor geography, of the rapidly evolving platform
technologies of distance learning leave much to be explored. The two emerging phenomena —
anonymity and reciprocity — embedded within this learning experience have yet to be explored

in any depth in this research. This study, in a modest way, moves that discussion forward.

5.5 Learning Language through Content
As VLEs can be accessed anytime, anywhere, they provide maximum exposure to the learning
experience. The variety, the flexibility, the chances of providing wide ranging interactions with

different persons in different places allows learners to rapidly increase their vocabulary, gain
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understanding of the correct usages of words, and be exposed to the latest, up-to-date language
usage (Polisca, 2006). Keeping such previous findings in mind, this course built on the
advantages of the Internet by designing a curriculum to use various authentic materials and
relating them to weekly themes that were perceived as relevant to real life by the students (see
sections 3.5.3 and 3.5.4). Brinton (2004:2) defines content-based instruction as “the integration
of particular content with language teaching-aims.” This became another focus for the current
study. The idea that language is most effectively learned in content based instruction is not
new or revolutionary (Brinton et al., 2004) as several studies have shown the effectiveness of
content-based second language instruction (Stoller, 2004; Short, 1999; Crandall, 1992; Peck,
1987; Lafayette and Buscaglia, 1985; Buch and Bagheera, 1978). Therefore, in this study, an
attempt was made to determine whether learners oriented towards language (vocabulary,
expressions, idioms, etc.) or toward content (theme-based, as in a discussion about medicine, or
diseases, travel or culture).

Students focused on content as well as language equally (71.7%), when they dealt
with course material or peers’ assignments. Interestingly, they felt that they had better
understanding for learning content (88.3%) than language (66.6%). Also, they believed
that others’ assignments affected their content learning (71.3%) slightly more than their
language learning (63.3%) (see section 4.2.4).

In the beginning of the on-line course used in this current study, what students
mainly focused on (perhaps because of previous language-learning experiences) were
vocabulary, expressions, idioms, and usage of words. Journal entries, student-to-student
questions, student-to-teacher questions, web postings evidenced this. For example, when
students read about some diseases or symptoms of those diseases, they focused on and

learned those words, phrases, or expressions related to their prior knowledge by using
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inner resources within the ZPD, picking up on and incorporating word content such as
diabetes, insomnia, migraine, or a runny nose, etc. What is striking is that they rarely
focused on grammatical accuracy and spelling, as they might have in a traditional, form-
focused or English language course. When students exchanged feedback, there were few
instances of explicit error correction or form-focused comments. As a result of this
scaffolding, the students became aware of appropriate usage of various expressions and
words, depending on their own interests and needs. As the course progressed, and
students became more comfortable with one another (the formation of community) the
exchanges became, over time, more focused on the contextual (content orientation), real-
life uses of language (see sections 4.1.4.1, 4.1.4.3,4.1.2.2.2, 4.3.3, and 4.3.4.2).

Some students, going an extra step, trying to orient toward content, translated
course materials into Korean, and even added translation to their assignments.
Translation as effective scaffolding played a supplementary role allowing students to

understand course materials and search out further relevant materials.

From a content learning view, students accumulated the content knowledge by going
from specific to general information by activating their prior knowledge and experience. In
other words, students took their current knowledge about the content or subject and expanded
their previous knowledge of that content. Emotional and affective connections with prior
information increase memory and recall of information (Grabe and Stoller, 1997). What they
found interesting in the content had an influence on learning in terms of enhancing their
motivation. Jarvinen (2006:439) also discussed this “meaning-based” nature of content-based
instruction (CBI) in which “Language is a tool of learning relevant academic content; and as
such its use in the classroom is real and thus potentially more challenging, motivating and more

pushing (Swain, 1993) than for example in communicative language teaching, which is more
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“meaning-oriented” in the sense that the practice of language functions and situations are
classroom role-plays or simulations of authentic language use.” According to Stoller
(2002:123), content based instruction is language “as a medium for learning content” and
content “as a resource for learning and improving language.” Such findings indicate that
content connected to students’ prior knowledge or experience can create a scaffold upon which
the students can link what they already know to new knowledge needed to complete the given

tasks.

There are other factors, besides inherent language-learning lessons and content, which
influence learner participation. For instance, Vonderwell and Zachariah (2005) found that
students’ experiences and expertise influenced participation. The immediate real-life value of
the content led to a more active exchange of comments because this led to a higher degree of
intrinsic motivation to intereact. Students, after realizing that what they were learning was
actually connected to real-life situations, focused and read more deeply to take a more
concentrated, participatory approach. Awareness of a student’s strengths, experiences, and
backgrounds (Krashen, 1981) and relevant and immediately usable content (Brinton et al.,
2004; Rogers and Freiberg, 1994) have a strong connection with motivation (Coryell and
Chlup, 2007) and language learning. The examples below are responses from the open-ended
questions in the questionnaire, journal entries, and LMS records and serve to illustrate these
findings (Krashen, Rogers and Freiberg, Brinton et al. and Coryell and Chlup) (See Appendix

K).

As the course progressed, the approach to learning English tended to change from
studying English formally, with the focus being on grammar, correct punctuation, syntax, and
so on, to using English in a real-life situations (see below data from Journal entries). Students,

in the beginning, when they first started the course, often had the impression that to learn
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English meant studying linguistic knowledge rather than actually using the language. This
finding was not unexpected because students had been more familiar with largely
decontextualized, rule-focused teaching and learning since their school days. For example,
Chen and Li (2010:341) emphasize that “meaningful vocabulary learning occurs only when the
learning process is integrated with social, cultural and real-life situations.” Anderson (2000)
states that more elaborated information is retained over a long period of time and recalled
better. Andersons’ learning theory reinforces the approaches which combine the development

of language knowledge and practice in using language.

Clearly, language and content are inextricably woven together. The findings in this
study reinforced the previous research that methods of learning that enhanced content, by
placing language learning in real-life contexts, increased motivation, and led to a more

successful language learning experience.

5.6 Motivational and Attitudinal Changes

Prior research focused on the importance of students’ motivation and attitude as critical success
factors in computer-assisted language learning (McLinden et al., 2006) environments (Ushioda,
2005; Warschauer, 1996b). Ngor (2001:58) says, “A change of attitude about teaching and
learning is fundamental to bring about the introduction of technology to classrooms.” That
motivation and attitude regarding learning in a different learning, i.e., CALL, environment is of
the utmost importance, is supported by this current study. Taking this to the next step, however,
this study confirms that importance, but looks more closely at the factors influencing those

changes and how this, in turn, affects L2 learning.

In the journal entries (see section 4.1.5) and the questionnaire (see section 4.2.2), a

noticeable change in students’ attitude and motivation toward English on a personal level took
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place over time. Statement 15 (see section 4.2) reads: To read others’ assignments provided
less anxiety and a more relaxed environment to complete given tasks as my own assignment. A
majority of the students, 71.6 %, reported a positive response toward reading other’s
assignments in terms of reducing their own anxiety and a sense of an increasingly relaxed
environment while completing their own responses to the given assignment. Some students
claimed that they felt anxious about a new learning environment (i.e. recording assignments,
sharing work, and exchanging feedback) at the beginning of the semester. As the course
progressed, most students felt positive and were motivated by their experience. Evidence is that
students did develop learning goals and study methods which took the form of their accessing
the learning site 24-7, improving their time management skills, describing their language
improvement, and an increased satisfaction in accomplishing their work within the weekly
schedule. Also, students’ participation and collaboration increased (see section 4.3.1). Their
growing confidence was evidenced in their willingness to take risks to comment on peers’
writings. Ushioda (2005) points out that active participation is an indication of motivation.
Panichi (2010) adds that the level of motivation and participation in language learning in the
virtual world (VLE) is affected by the learner's sense of comfort in the learning environment.
In this study, students took that active participation that Ushioda was talking about a step
further, and risked giving their feedback in the target language, and using the target language,
English, in their journal entries. As Xu (1991) points out, the development of learning
strategies and achieving goals is another important factor in the improvement of language
proficiency. In this study, students developed various learning strategies to improve their

language skills and achieve goals, building both confidence and satisfaction.

5.6.1 Factors Influencing Changes
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Having looked at the previous research which focused on the importance of motivation and

attitude, this section will focus on the causes of those motivational and attitudinal changes.

There were two factors influencing students’ motivation and attitude:1) Collaborative

learning and 2) Technology.

5.6.1.1 Collaborative Learning

Collaborative learning plays an important causative role in the development and enhancement
of motivational and attitudinal response to learning in a CALL environment. Collaborative
learning environments are non-threatening learning environments proving to be confidence

boosters, by helping students maintain their level of motivation (Polisca, 2006).

This study, revealing three forms of collaborative learning, also indicates that
collaborative learning environments give students a sense of belonging to a learning
community. The three differing forms (reading, feedback, discussion) of collaborative
learning (see section 5.2) led to an online learning community. Such collaborations allowed
students to support one another in both their academic work as well as in their emotional well
being. They gradually expressed a strong sense of belonging to a learning community. Several
studies emphasize the importance of creating a community in reducing feelings of isolation
(Rovai and Jordan, 2004; Rovai, 2002; Rovai, 2000). They comment that communities make
demands on their members, and members feel an obligation to respond. The findings of the
current study showed this feeling of belonging affected students’ motivation and changed their

attitudes in positive ways.

What’s missing is commented on by Trotter (2002) and Welsh et al. (Welsh et al.,

2003), who point out that a potential drawback of online course delivery (VLE) is the lack of
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human interaction. The phenomena of anonymity and reciprocity (see section 5.4), which this
current study only began to explore, compensates in some ways for this shortcoming.
According to Johnson et al. (1998), collaborative efforts are based on intrinsic
motivation generated by interpersonal factors and a joint aspiration to achieve a significant
goal as well as extrinsic motivation to achieve reward. Many researchers have long proposed
the need to bring the heart (motivation) and brain (cognition) together when considering
student learning (Bickhard, 2003; Garcia and Pintrich, 1994; Lepper, 1988). Pea (2004)

reminds us that scaffolding must consider both cognitive and motivational aspects of learning.

While supporting Trotter and others, who emphasize the importance of heart
(motivation) and brain (cognition), this study, because of the influence of the phenomena of
anonymity and reciprocity, challenges the claim that learning in a physical environment is

always superior to that in a VLE.

The attitude toward collaboration (i.e. sharing their work and exchanging feedback)
gradually changed from treating those activities as annoying or burdensome, to having a

chance to improve their English and helping peers in the learning community.

Some students used what they had learned in journals. For example, Student S24 wrote
in her journal in English using the expression, have butterflies in my stomach, which she had
learned from the previous week’s lesson. Finally, she could use this expression appropriately in
a real situation. When learners learn new knowledge which they are able to apply in real life
situations, they grow more confident and become motivated to engage in language learning.
For Student S24 to voluntarily write her journal in English, in itself is an indication of her
motivation. Student S18 also exhibited this when she remembered the content she had learned

in the course. As Dornyei (1994) notes, learners’ motivation is influenced by three
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components - the language level, the learner level, and the learning situation level - in L2

motivation, in any learning situation.

5.6.1.2 Technology

Technology provides the infrastructure of online learning and, like participants’ collaborative
behaviour, has a direct effect on motivation and attitude (Batardiére and Jeanneau, 2010;
Ushioda, 2005; Warschauer, 1997). Students, as they learn to use VLE technology, grow more
and more confident and develop positive attitudes toward the learning process. Kamhi-Stein
(2000) found that, because bulletin board discussions allow students to read the views of others
it encourages positive attitudes and a desire to work together. He added that the asynchronous
nature of online learning allowed them to participate at their own pace, something that learners,
as non-native speakers, found very positive. Students also acquire competences in Information
and Communication Technology (ICT) which are useful for their learning and even for
profession (Rivens Mompean, 2010). Last, but not least, Adair-Hauck et al. (1999) describe the
effectiveness of technology-enhanced language learning (TELL) environments and the effect
they have on lowering students’ anxiety level so that students could enjoy learning in a more
relaxed atmosphere without the pressure of the immediacy and closeness of a classroom and
peers. In addition, several studies have suggested that an online language learning course
structure encouraged students to develop their metacognitive learning strategies to be

successful students (Hauck and Hurd, 2005; Ushioda, 2005; White, 1997).

In the current study, using web boards encouraged students to be more relaxed
and allowed for time to reflect on their learning. The students in this course reached a
level of comfort that allowed them to stretch themselves and they actually started to use
emoticons in their exchanges. This led to a whole new level of feeling like they were

creating and belonging to a learning community. As students became more proficient
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with the technologies inherent in online learning environments, their motivation and

attitude toward learning also grew in positive ways.

In conclusion, collaborations and technology, working in tandem, forged a vital and
powerful partnership to foster and enhance student motivation and attitude. Students were

motivated and their attitudes changed positively as the course progressed.

Motivation and attitude had been researched in depth in previous works. This study
supported and confirmed those findings; and, by factoring in the influences of anonymity and
reciprocity, added a new level of knowledge to our understanding of the language learning

experience in a (VLE) virtual learning environment.
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V1. CONCLUSION

6.1 Summary

What “good teaching” means to one student may not mean the same thing to all students
(Grow, 1991). That is, teaching is not a one-size-fits-all contextual setting. This study applied
the findings of Grow and the socio-constructivist perspective (Mygotsky, 1962, 1978), to virtual
learning environments (VLES). The creation of “good teaching” within a supportive learning
environment is affected by situation and context; therefore, it requires that an online version of
such a course focuses on, and takes into consideration, the needs of individual learners,
regardless of their stage of learning. The advantage of VLE(S) is that the technology can be
used to enhance collaboration, between student participants and the teacher, and also between
those more advanced students and those students less experienced, to allow “good teaching” to

come from many sources.

This thesis seeks to show that the variety and complexity of the technologies inherent in
an online learning experience, when introduced and used in appropriate ways, can actually
encourage and enhance participants' motivation to interact and learn in collaborative ways.
Obviously, students participating in an online course were not able to take advantage of all the
learning clues that face-to-face learning allows. In part, the use of a learning management
system (LMS) software package made up for this lack. The LMS allowed the researcher to
employ a number of data collecting practices to record, compile, and compare learners’
performance. The use of asynchronous electronic communication tools (e.g., web boards), and
voice recording programs allowed for the introduction of timely interventions. For example,
bulletin boards (or web boards) were used for reading others’ work, exchanging comments,

ideas and sharing learning experiences between to peers and between students and the
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instructor. In this ways, students were able to share multiple perspectives which helped to
broaden their knowledge and deepen their understanding. These interactive possibilities, made
possible by the technology in a VLE, actually allowed students more opportunities to build on
cach other’s ideas than they would have had in many space-based environments. The
asynchronous nature of the technology also allowed them time to reflect before contributing. In
the beginning of the course, the participants found the technology intimidating and
challenging; however, with gradual and continuing interventions by the teacher, they began to

feel comfortable and safe to share and to work collaboratively in a genuine learning community.

The findings of this study provide useful information for understanding the
development of students’ collaboration in a virtual learning environment and its consequences.
Through the process of collaboration, students developed friendships and sometimes even
strong ties with peers. Over time, they began to feel more comfortable working together. As the
sense of belonging to a learning community deepened, their willingness to share with, and to
help one another, increased in quantity and quality. It was clear, that many participants felt a
growing responsibility to the community. This connectedness became a crucial component in
the collaborative experience. Students began to enjoy working together. Learning from each

other by working together became very meaningful to them.

This study concludes:

Collaboration occurs in many ways. Previous studies have mainly examined
collaboration from the perspective of the formation of a group for a particular project, or by
examining and detailing written work of collaborators. The current research study, on the other
hand, was based on the belief that there were other forms of collaboration just as important, if

not more so, than the final, collaborative written product. This proved to be very important for
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the beginning-level language learners. For instance, reading and comparing other students'
work with their own was viewed as a form of collaboration. In some of the students’ reflective
journals, it was indicated that they had clarified their understanding of course content by
comparing their work with that of other students. This study provided many instances and
examples of how students used reading material to work together. The data collecting features
of the LMS used in this study, allowed for the quantification of how the technological supports
- web boards, e-messaging, the use of emoticons - enhanced the participants’ collaborative
learning experience. For instance, one excellent example of this surfaced quite early in the
course. Beginning-level language learners held off on working on their assignments until they
had had a chance to read the submissions of the more advanced students. The more advanced
students, in turn, as the course progressed grew more willing to share their insights and to

encourage one another and the less fluent students.

Collaboration enhances learning. Students made the sharing of knowledge, the learning
experience more enjoyable by exchanging social and affective feedback and comments with
peers. Students are well served when instructors of VLE courses introduce the collaborative
possibilities of online technologies, allowing participants to connect and form social

attachments, emotional bonds which, in turn, strengthen and encourage collaborative learning.

Collaboration helps motivate learners. Learning situational level, supported by
Dornyei's (1994) L2 motivation model, is an important motivational component. In the current
course, used for the research purposes of this thesis, as the sharing of frustration and
satisfaction occurred, it led to more interactions and collaborations, some personal, some
content or course specific, taking place, enabling the relationship experiences to form and

strengthen. The collaborative possibilities of online learning, interventions by the instructor,
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led to the creation of a shared, learning community which, in some ways, was more welcoming

and encouraging than what is often observed in a competitive, place-based classroom.

During the process of conducting the research for this thesis two previously little
explored phenomena, which made an important contribution to establishing and encouraging a

collaborative environment, surfaced: anonymity and reciprocity.

Anonymity allowed students to share their work and ideas with more ease. If they did
make what they considered to be an embarrassing contribution, this sense of anonymity
lessened the negative impact such a contribution would have had in a face-to-face exchange. In
this study, although students used their real names, they explained in their journals how being
able to comment without actually knowing the other students or being known by them, made it
easier for them to discuss language deficiencies and their inability to understand the
assignments or exercises. The “distance” referred to by Kamhi-Stein (2000) and Warschauer
(1996a) though they do not use the term anonymity, sheds light on the influence of anonymity
made possible by the technology. Their study goes on to say that this sense of “distance”
motivated some students to participate in a VLE, where these same students would rarely have

participated in the physical classroom due to potential embarrassment.

The phenomenon of reciprocity was also important in the development and
enhancement of knowledge-building and sense of community. Learning from others prompted
them to share what they had learned with the greater community. Such lessons learned included
concrete examples of a deeper understanding of language uses, grammar, increased vocabulary,
and more abstract things such as ways of thinking or talking about an idea. And even, in some
cases, such lessons included emotional growth and expansion of comfort zones. In all cases,

those experiencing the learning also felt compelled to give something back.
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Awareness of these two little explored or understood influences, and how they affect
the efforts to motivate students to learn in sharing, trusting, and collaborative ways in an online
environment (VLE) is what this thesis adds to the knowledge base of collaborative learning in

an online environment.

This does not challenge the effectiveness and success of face-to-face, place-based
(physical) learning environments, but, rather, provides an alternative to these when place and
time are barriers to learning opportunities. It is an alternative, to provide just one example,
when it is necessary to offer courses, programs, certificates, degrees — learning experiences — to

those living in remote, inaccessible areas.

There is much research yet to be done in this area. Yet another, almost stand-alone
research effort, might look at the implications of anonymity and reciprocity, and how those
phenomena balance the deficiencies of distance learning with their positive influences on
building and enhancing community in remote areas unable to accommodate the traditional
brick-and-mortar classroom. How can we best — using the varied and complex technology
inherent in the delivery of online learning environments (VLESs) — amplify these phenomena,
anonymity and reciprocity, to close the gap between learning in a place-based, traditional

classroom environment and in a distance-learning, or VLE classroom.

6.2 Pedagogical Implications

This researcher found that delivering a learning experience in a virtual environment was an
exciting and challenging experience. Planning and developing a virtual course combining
educational approaches founded on place-based practices with the possibilities of technology in

a VLE that would enrich students’ learning was a daunting task.
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Instructors or course designers should consider which strategies will best create an open
and warm atmosphere in a virtual learning environment, which strategies will best facilitate
and encourage students’ collaborative learning experiences. Social and affective scaffolding
seems to play an important role in learning and in creating a learning community in a virtual
world. Active participation and the thoughtful reflection prior to posting a response enhances
the collaborative aspects of the online learning. Lack of physical presence does not preclude
social presence. Participants grew to feel they had a close connection, despite geographical and

temporal distances.

Instructors should also pay close attention to their own, intervention practices. These
interventions, with appropriate uses of technology, can foster a thoughtful exchange of ideas
and information as well as provide means by which students can support each other. For
effective facilitation of interactions and collaboration, the instructor needs to carefully monitor
the classroom and adapt curriculum as circumstances dictate. In this study, sharing assignments,
being able to access and view peers’ assessment or comments on their assignments enhanced
the learning experience. Instructors of on-line courses should remind students that when they
use direct quotes from fellow participants when submitting their own responses to assignments,
they should credit that quote to the student they took it from, so there is no chance of being

charged with plagiarism.

Instructors, too, should make a special effort to develop connections between
participants. As Jiang and Ramsay (2005) comment, the importance of rapport lies in its

potential to enhance learning, motivate learners, and reduce learner anxiety.

Educators and course designers also need to be careful in choosing the technological

tools for the course. The communication system that will be used for the online course should
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provide diverse functions for students’ communication and collaboration with peers, such as
synchronous/asynchronous, private/public communication and visual/audible communication
(i.e. emoticon, voice feedback). The e-learning environment, appropriately configured, can
enhance learners’ collaboration, which in turn, leads to more effective, successful language
learning. It is important to keep in mind that technology itself cannot help students to learn. It
requires effective instructional design. EFL teachers, as well as courseware designers, must
consider that the applicability of technology depends on effective pedagogical strategies to

produce an effective language learning environment.

6.3 Limitations of the Study

The unique relationship of the participants to this study - their individual language learning
levels (beginning, intermediate, advanced) and degrees of familiarity with VLE technology -
was the first challenge to this study. A primary objective of this course was to overcome the
difficulties posed by those individual differences in linguistics knowledge, and their lack of
experience with the technology. With appropriate use of on-line technology, using teacher-
interventions - the course design was to lead learners, in a safe and inviting way, to use the

technology to share and collaborate in language learning.

The participants of this study were graduate students, with differing majors. They were
also of varying ages. Such differences would suggest differing levels of motivation and self-
expectations. Undergraduate students would have, obviously, other differing characteristics and
motivational drives. Consequently, the distinctive aspect of this specific course (and study)
given the participants’ unique characteristics, means that the results may not be applicable
without modification to other online language courses. Whether the findings are applicable in

another context depends on the degree of similarity between the two contexts (Lincoln and
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Guba, 1985). It is hoped that researchers and designers operating in similar contexts may find

useful information to apply to their own environments.

Another limitation of the study concerns the legitimacy of the captured data. Because
students knew that the teacher would be reading their journals, they may have censored their
entries, thinking it would make a better impression. In addition, there was no way to monitor if
students were interacting and/or collaborating outside the confines of the on-line course. These
exchanges, if they took place, were not documented, captured, or analyzed. To offset these
possibilities (the ‘apple’ syndrome — students wishing to give the teacher a good impression;
and students collaborating outside the system) the researcher triangulated the findings with four
different data-collection techniques (reflective journals, a questionnaire, written documents and

records in the learning management system).

Of the original 67 registrants, 20 students dropped the course. Four students attended
only two weeks before dropping; four others did not participate until the course had been
running for eight weeks; two submitted English scores from acceptable — TOEFL, TOEIC,
MATE (see Tables 3.4 and 3.5 in section 3.5). The other ten did not attend at all. The journal
entries, exchanges, and so on — the data which was captured from the students who continued
in the course — was not included in this study. Since ten of these never attended at all, the effect

on data capture and interpretation can probably be ignored.

It is suggested, in the next section on future research, that a follow-up interview might
add value that was missing in this current study. In that light, this small minority - the
remaining ten students who did attend for the two weeks - should their data have been captured,
and adding to that the information that might have been gathered from the follow-up interview

- might have given the evaluation of the course experience a more negative outcome.
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Despite these limitations, the study, with the triangulation, using four different data-
collection techniques, provides a sound, research platform on which to look at the effects that
the use of appropriate application of VLE technology has on content-based, on-line language
learning. The incorporation of approaches and methodologies that would compensate for these

limitations, could only strengthen theory and application.

6.4 Future Research

Viewed in the context of sociocultural learning theory, which emphasizes the educational value
of creating cross-cultural communities of practice and critical inquiry, the features of an e-
learning environment make it a potentially useful tool for collaborative language learning
(Warschauer, 1997). This current study affirmed Warschauer’s work, that an e-learning

environment could play an effective and successful part in collaborative learning.

Future research might take several different approaches. One of them could be a
comparative study, looking at the contextual setting of VLESs in different cultures. Another
might examine incidental language learning that takes place in a VLE course. A third study
might examine the technology used, and how that technology might enhance motivation and
collaboration, informing effective online learning course design. It may also be useful to
conduct in-depth follow-up interviews with participants some time after the end of the course,
to investigate their needs. Finally, a blended learning approach (the on-line learning experience

might be strengthened with one or two in-person sessions) could be considered.

A comparative study may be beneficial in determining the effect of participants’
cultural backgrounds on collaboration in an online environment. The cultural context of this

study was Korean. A study of this South-East Asian context compared to one, for instance, in a
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Western culture may lead to some interesting findings on how individuals in these two cultures

view and carry out collaboration and knowledge-sharing.

A close examination of the incidental language learning that takes place in a VLE, may
reveal better ways in which to use the IT involved, and improve on content versus language,
course design. This current study did investigate whether students focused on ‘language’ or
‘content’ or ‘both” when the course was designed in content-based instruction, in particular,
theme-based instruction, and, as the course progressed used data gathered from students’
submissions — via teacher interventions — to encourage collaboration. In content-based learning,
language is usually viewed as a medium for learning content, and content is seen as a resource
for learning and improving language (Stoller, 2002). Thus, as a course is structured to promote
the acquisition of content knowledge and develop expertise by means of a coherent curriculum
in subject matter, it would be worth examining to what extent learners might be encouraged to

learn content and language by being exposed to input from a variety of sources in a VLE.

Research looking at the technological infrastructure might seek to address what this
study identified as the crucial importance of being able to access and read materials; that is,
making appropriate use of VLE technology to encourage collaboration. Data from oral
collaboration through asynchronous or synchronous media tools could be important to a
broader understanding of learners’ collaboration in a VLE. In addition, data from interviews
could provide useful to have in-depth information from participants. Both data from oral

collaboration and interviews would yield a much more complete picture.

The general nature of this thesis has opened up more questions than it has addressed or

resolved, but such questions could have a useful role in guiding future socio-constructivist
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researchers, and future language teachers and learners, course designers, curriculum developers

and, in a larger sense, designers of virtual learning environments.
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APPENDIX A

Questionnaire

Please circle the answer that best fits your opinion about this course.
Y NAE Y8 RS nA & Enx U

1. 1 enjoyed this course. W= o] 4=¢1o] A AT}
Strongly agree agree neutral disagree disagree strongly

2. lam less afraid of using English after this course. | 3t7]= o] E A7 Fo] =
AHEshE H FH 5ol o &3l

Strongly agree agree neutral disagree disagree strongly

3. Think about last week, how many times did you read other students’ assignments last
week? (TH= EXE 7F) At FE5 AL = o], F48 AAE R =
HAFY7?

O(never) 1-5 6-10 more than 10

4. How many other’ assignments did you usually read in a week? 2% d ol &
NAES] & A RA S BAFY?
0(never) 1-3 4-6 more than 10

5. What do you prefer to do assignments (given tasks)? =} = &t uff o] @ A 3}aL
HeA 82

Alone Zx#} group LE O no preference 53] Y3l= A §lo

6. | learned things through others’ assignments in the web board that | would not have
figured out by my self. W7} o]l 3} #] X3l A ES AlAFel = thE 5744 9
A= F3f w2
Strongly agree agree neutral disagree disagree strongly

7. To read other’s assignment on the web board gave me better understanding for
learning content (material). AlA]| ol Q1= o2 4] HAEo] Y&S 1 &
ol & ah=tll ol ¥ At
Strongly agree agree neutral disagree disagree strongly

8. Toread other’s assignment on the web board gave me better understanding for
learning English. A|A] & &= th& 57442 HA|Eo] o & wl9-=d H Z=w0]
= A,

Strongly agree agree neutral disagree disagree strongly
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10.

11.

12.

13.

14.

15.

16.

17.

As | read others’ assignments, | focused on content. T} & 74 2] 3}A| S & o, Y=
U-goll 245+t

Strongly agree agree neutral disagree disagree strongly

As | read others’ assignments, | concentrated on English. t}2 =74 9] 34 S & uf,
U= gojoll 28-S T3

Strongly agree agree neutral disagree disagree strongly
| enjoyed reading others’ comments on my work. W Ao T} & =73 50| &
FHEZ ¢l= Aol =715

Strongly agree agree neutral disagree disagree strongly
| enjoyed reading others’ comments on their works. =7 & 2] A Tt} &
FRAE = IAWNEE o= Aol AR

Strongly agree agree neutral disagree disagree strongly

To receive other's comments encouraged me to contribute to others’ work as well.
e FAAEY] IHES vod v A0 Ao Yk Al =E Eal Ao x|
gt

Strongly agree agree neutral disagree disagree strongly

| enjoyed giving some comments on other students’ assignments. U= 574 & <]
Ao AHEE F= Aol =713
Strongly agree agree neutral disagree disagree strongly

To read other’ assignments provided less anxiety and a more relaxed environment to
complete given tasks as my own assignment. W IA S Zn}x]7] 98 =742
FAES 9 AE U2 o dfFn 9 227 SFch

Strongly agree agree neutral disagree disagree strongly

| would have liked this course better without submitting my assignment in public on the
web board. AlA| el TN o= U] IAE AE3tE Aol AT 4ol ¥ %S
Aot

Strongly agree agree neutral disagree disagree strongly

How did you choose other’s assignment to read?(make them in order) ©] % 7|
TS HAE dEste] gl=A82 (M HITo] S AS 1o R SAHRE 1A
5HSE HoAq.)

_____Name of a student T ol &
______comments by an instructor WALS] FHE
_____comments by learners SAE] FZHE
_____accessing frequency HE34
_____randomly A =



18.

19.

20.

21.

22.

23.

24,

25.

How much others’ assignment affect your own work? th& =732 o] 3}A| &5 o] Avpr}
W FAlell G FAFU?

Very much much neutral a little rarely

How much others’ assignment affect your language learning? th2 5741 ¢] A & o]
vk} Fol sl FF FALU?

Very much much neutral a little rarely

How much others’ assignment affect your content learning? th2 =74 2] 3}A| & o]
vkt o) ) &-3h5ol FFL FALU

Very much much neutral a little rarely

I might have given up this course without reading other’s assignments as a reference.
Ui ohe A0 A R S Atk o] £ £ e ved,

Strongly agree agree neutral disagree disagree strongly

| hope to keep in touch with one or more of my classmates. U+ 22 9] 74 &3
A% Qgksha A,

Strongly agree agree neutral disagree disagree strongly
Please write your comments related to above questions. ¥ 2] A& #HH o] A4S

2 0] 4] 2.

Please write what strengths are in this course. ©] =% ¢ ZH-& Ho]F A4 Q.

Please write what weaknesses are in this course. ©] =2 /N H S Aol 34| 8.
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APPENDIX B
Informed Consent Form
(An English version translated from Korean)
Newecastle University
School of Education, Communication and Language Sciences

Informed Consent Document

The Researcher: Hee-Jin Chang (hee-jin.chang@ncl.ac.uk)

Title of the Research: The development of collaborative learning practices in an online
language course

I, the undersigned, confirm that (please tick box as appropriate):

I have read and understood the information about the project, as provided in the
Information Sheet dated

I have been given the opportunity to ask questions about the project and my
participation.

3. | I voluntarily agree to participate in the project.

I understand | can withdraw at any time without giving reasons and that I will not be

penalised for withdrawing nor will I be questioned on why | have withdrawn.
5 The procedures regarding confidentiality have been clearly explained (e.g. use of hames,
" | pseudonyms, anonymisation of data, etc.) to me.
6 If applicable, separate terms of consent for interviews, audio, video or other forms of
" | data collection have been explained and provided to me.
y The use of the data in research, publications, sharing and archiving has been explained

to me.

I understand that other researchers will have access to this data only if they agree to
8. | preserve the confidentiality of the data and if they agree to the terms | have specified in
this form.
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Select only one of the following:

o | would like my name used and understand what | have said or written as part of
9. this study will be used in reports, publications and other research outputs so that
anything I have contributed to this project can be recognised.

e | do not want my name used in this project.

10. | I, along with the Researcher, agree to sign and date this informed consent form.

Participant:

Name of Participant Signature Date
Researcher:

Name of Researcher Signature Date
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APPENDIX C

A summary of t-test

Group Statistics

Test Type N Mean Std. Deviation Std. Error Mean
enjoyed this course. ain . . .
(S1) I enjoyed thi Mai 23 1.5217 79026 16478
Preliminary 37 1.8649 .88701 .14582
ink about last week, how many Main . . .
(Q3) Think about | k h Mai 23 3.3043 82212 17142
times did you read other students’ Preliminary 37 3.2432 83017 13648
assignments last week?

(Q4) How many others’ assignments did Main 23 2.8261 77765 16215
you usually read in a week? Preliminary 37 2.8919 69856 11484
ow do you prefer to do ain . . .

Q5) How d f d Mai 23 1.3478 64728 13497
assignments (given tasks)? Preliminary 37 1.3514 63317 10409
(S6) I learned things through others’ Main 23 1.6522 .64728 13497
assignments in the web board that | prefiminary 37 1.7838 71240 11712

would not have figured out by myself.

(S7) To read other’s assignments on the Main 23 1.6957 .70290 .14657
web board gave me better understanding Preliminary 37 1.6757 66892 10997
for learning content (material).

(S8) To read other’s assignments on the Main 23 2.0870 .84816 .17685
web board gave me better understanding Preliminary 37 2.0270 76327 12548
for learning English.

(S9) As I read others’ assignments, I Main 23 2.1304 .54808 11428
focused on content. Preliminary 37 2.3514 63317 10409
(S10) As I read others’ assignments, I~ Main 23 2.2609 .81002 .16890
concentrated on English. Preliminary 37 2.0541 77981 12820
(S11) T enjoyed reading others’ Main 23 1.6522 77511 .16162
comments on my work. Preliminary 37 1.8108 70071 11520
(S12) I enjoyed reading others’ Main 23 1.9130 73318 15288
comments on their works. Preliminary 37 2.1081 65760 10811
(S13) To receive other’s comments Main 23 1.9130 .94931 19794
encouraged me to contribute to others’ Preliminary 37 2.1081 84274 13855
work as well.

(S14) 1 enjoyed giving some comments Main 23 2.2609 1.00983 .21056
on other students” assignments. Preliminary 37 2.8378 95782 15746
(S15) To read others’ assignments Main 23 2.0435 70571 14715
provided less anxiety and amore  projiminary 37 2.3784 89292 14679
relaxed environment to complete given

tasks as my own assignment.

(S16) I would have liked this course Main 23 3.9130 79275 .16530
better without submitting my Preliminary 37 3.7297 83827 13781
assignment in public on the web board.

(Q18) How much others’ assignments ~ Main 23 2.2609 .86431 .18022
affect your own work? Preliminary 37 2.4324 86732 14259
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(Q19) How much others’ assignments ~ Main 23 2.3043 .70290 .14657
affect your language learning? Preliminary 37 2.4054 79790 13117
(Q20)How much others’ assignments ~ Main 23 2.3478 .71406 .14889
affect your content learning? Preliminary 37 2.3243 66892 10997
(Q21) I might have given up this course Main 23 3.6087 1.11759 .23303
without reading other’s assignments as a Preliminary 37 3.3784 1.13899 18725
reference.

(S22) | hope to keep in touch with one  Main 23 2.7391 96377 .20096)
or more of my classmates. Preliminary 37 2.7568 1.11568 18342
(S2) I am less afraid of using English Main 23 2.0435 .70571 14715
after this course. Preliminary 37 2.1892 73929 12154
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A summary of the questionnaire results

APPENDIX D

Valid percent
Stron
Statement Mean std. Stron . gly
Deviation [ gly disagre | disagr
agree | agree | neutral e ee
1 2 3 4 5
(S1)I enjoyed this course. 1.7333 | .86095 51.7 25.0 21.7 1.7 0.0
(S_2)I am less afraid of using English after 1333 | 72408 183 517 283 17 0.0
this course.
(S6)I learned things through others’
assignments in the web board that | would 1.7333 | .68561 40.0 46.7 13.3 0.0 0.0
not have figured out by myself.
(S7)To read other’s assignments on the web
board gave me better understanding for 1.6833 | .67627 43.3 45.0 11.7 0.0 0.0
learning content (material).
(S8)To read other’s assignment on the web
board gave me better understanding for 2.0500 | .79030 28.3 38.3 33.3 0.0 0.0
learning English.
(S9)As I read others’ assignments, | 22667 | 60693 50 66.7 25.0 33 0.0
focused on content.
(S10)As I read others_ assignments, I 21333 | 79119 20.0 517 233 5.0 0.0
concentrated on English.
(S11)I enjoyed reading others’ comments 17500 | 72778 417 417 16.7 0.0 0.0
on my work.
(812)1_ enjoyed reading others’ comments 20333 | 68807 217 533 5.0 0.0 0.0
on their works.
(S13)To receive other’s comments
encouraged me to contribute to others’ 2.0333 | .88234 30.0 43.3 20.0 6.7 0.0
work as well.
14)1 enj ivi
(SL4)! enjoyed giving some comments on | 5 o157 | 1 gog9g | 150 | 283 | 40.0 133 3.3
other students’ assignments.
(S15)To read others’ assignments provided
less anxiety and a more relaxed 22500 | .83615 | 133 | 583 | 200 6.7 17
environment to complete given tasks as my
own assignment.
(S16)1 would have liked this course better
without submitting my assignment in public | 3.8000 | .81926 0.0 8.3 20.0 55.0 16.7
on the web board.
(S21)1 might have given up this course
without reading other’s assignments as a 3.4667 | 1.12697 5.0 15.0 28.3 317 20.0
reference.
(S22)1 hope to keep in touch with one or 27500 | 1.05163 17 8.3 40.0 133 6.7
more of my classmates.
Valid percent
Std. .
Mean | o iation | very much much neutral | alittle | rarely
1 2 3 4 5
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(Q18)How much did reading
other students’ assignments affect |2.3667 .86292 10.0 43.3 31.7 11.7 33
your own work?
1(Q19)How much others’
assignments affect your language |2.5500 . 75838 10.0 50.0 33.3 6.7 0.0
learning?
(Q20)How much others’
Jassignments affect your content  |2.3333 .68064 5.0 63.3 25.0 6.7 0.0
learning?
Valid percent
Mean Std.
Deviation 1-5 6-10 Morleothan
(Q3)Think about last week, how
Imany times did you read other |3 56 82064 23.3 26.7 50.0
students’ assignments last week?
Valid percent
Mean Std.
Deviation 1-3 4-6 Morfothan
(Q4)How many others 2.8667 72408 333 46.7 20.0
Jassignments did you usually read |~ ) ’ ' '
in a week?
Valid percent
Mean Std.
Deviation |  Alone Group no
preference
(Q5)How do you prefer to do 1.3500 63313 73.3 18.3 8.3
Iassignments (given tasks)?
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APPENDIX E1

Group work

2008/12/15(mon) ~12/24(wed)1(EUR) = 1726.57won

date accommodation schedule expenses
12/15 | [14:25] departure [14:25] departure Incheon Airfare:2,530,000
Deutsche Lufthansa AG International Airport (Includetax /2person)
12/16 [20:50]arrival/ [20:50]arrival/ Heathrow Airport £220
Heathrow Airport Go hotel (380,000)
JOLLY HOTEL ST ERMIN S Include breakfast
12/17 | il S N -The British Museum £100
m -Buckingham Palace (shopping, lunch,dinner)
- Covent Garden
-Trafalgar Square/ watching a
Opera “The Phantom Of The 210 )
. (average price per person - £36.5)
Opera” Her majesty’s Theatre
12/18 -the University of Oxford £100

(CarfaxTower, Sheldonian
Theratre, Magdalen College)
.| P departure/ ST.PANCRAS

(shopping, lunch,dinner)

£150
by Eurostar (average price per person -
£75.00)
19:39 - London St 23:14 - Paris
Pancras Nord
18 & | [23:14 ]arrival/ Gare du Nord [23:14] arrival / Gare du Nord | £414

Hotel Le Lavoisier Go hotel

Include breakfast

12/19 | [10:00] Musée du Louvre

[17:00]Take an excursion ship
in la Seine

[23:00:] theEiffel Tower

Go hotel

£18

(average price per person - £9.00)
£20

(average price per person -
£10.00)

£100

(shopping, lunch,dinner)
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12/20 — - Go shopping £200
Avenue des Champs-Elysees | (shopping, lunch,dinner)
(average price per person -
£100.00)
= A T P departure/Gare du Nordby
: | i Eurostar £us
s 8 (average price per person -
= il ke 17:55 - Paris 21:45 - Cologne £56.50)
- k’ Nord Hbf
3 .“ > Lﬁnf b
12/20 | [23:14 Jarrival /cCologne Hbf £214 Include breakfast
[24:14 Jarrival /Frankfurt - Go hotel (361,600)
Radisson SAS
12/21 [10:00]Co-logne; Co-logne £100
cathedral tour (shopping, lunch,dinner)
- Schloss Nymphenburg
[11:00]arrival / Munchen
12/22 | Frankfurt -Goethehaus £10 (per 5)
-Sachsenhausen ; drinking £100
ApfelWein (shopping, lunch,dinner)
-Loreley
12/23 | [13:15]departure/Frankfurt
12/24 | Arrival/incheon International
Airport
Sthe total expenditure : 5,865,733won
Airfare 2,530,000won
Stay cost £1,932 3,335,733won

S Hotel reservation

1) London
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2) paris

[MEl/==] JOLLY HOTEL ST ERMIN § PP e BHAER

S22 BE/HR (London/United Kingdom) SE3 20 YSULCL
. suEA CAXTON STREET 2- LONDON, UNITED KINGDOM SW1H
0o
= mah/mA : TEL: 44-171-2227888 / FAX: 44-171-2226914 -9
= 2HYE 0 AUEL, A2EUAE AR 22 R
= £Y3c @ GI16391 -4
- MulA
(jzsuw|
2R MR

- uze [0l [2E]e Ry @ =e 25 o _— »

20mAz 22 & - Haoiz [2008 2] [T2e]e [TE=]e . wiw - uEoi : -

2 ; A= I I e I I " Ueom : 0%
% ! ﬂ il T - HIEUA : i
; 0%
. g [ =212 [0z . g7sH:
0%
4214 [ 5] o He
& 0%
(o #uspl )
B MM 233E | PRICE DETAILS
+ 2008-12-16 (31 ~ 2008-12-18 () (24) [ 25 1EUR = 1,683.8]
Auee 2 3 B g = = 2 2uwEARS a  HD
STANDARD st (1218) (1217 220 e
(ZAERH 10 110 7.8002)  (CELLY

OfcEy EEE =220 SAFNA =D Zs%H)

Q-0 K o s @ (2. = BYOLSAE™

40 |@ hitp://wwew, availpro, com/be/becommand, aspx 7sid=39556c38-1dd5-428-3d89-0da 147451 cle

THIS BOOKING IS NOW CONFIRMED FOR THE NEXT 10 MINUTES.
To finalise and guarantee your booking, you should now send your personal details.

Check In date: Check Out date Number of night(s)
Tuesday 18 November 2008 Thursday 20 November 2008 2

Terms & Conditions
<< Modify this booking request

winter & summer greatrate

Accommodation type
{Ciick on the “infe” ink for socommadation datais) EUR TS| e
Tue Wed
1 SUPERIOR ROOM (1 double bed) e ned - B
Total price per night Info ey ety
winter & summer greatrate
Other services Total | Tax(es)
EUR
2 Breakfast Tue Vied
- 41BNOV 1IN0V 56.00 -
Price per day and per person Info 2800 2800
Total EUR 414.00

Total booking amount EUR 414.00
The total of EUR 414 .00 is payable after your arrival.

No online payment is required at time of booking. *You will have to provide your bank card details online as a guarantes to
validate your reservation and to cover any canceliation fees that arise.

To display another currency (for information only), plesse use this currency convertor

Please selecta currency =]

Official Rates from the Europsan Gentral Bank on Tussday 04 November 2008

3) Frankfurt
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- BYFL Franklinstrasse B9 Frankiurt D-60486 Germany
- Eshma:  TEL: BS-TT0-1550 / FAX: B3-TT0-15510
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- YA AILH2|EE, M - An der dam heider 22 10FHE] ; o
F Ve HiDz32 T
MulA
azse | omusyzl | o |
M=ol 2002 w]u 12 =]a (21 =]ly E 252 =] 2
- FHEoHY : 0%
=0i0iF = 27 @ Azoie [2008 =] [T2E]e [ @ »m X :
- dEo 0%
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i o2 [OF] ses [0z i3
- - - Rl
a2z (7 = <7 E: e
%
O #4357
0 AM| Q2=E | PRICE DETAILS
« 2008-12-21 () ~ 2008-12-23 (3 (24D [ 25 : 1EUR = 1.682.8 ]
HAErY 2 o % 5 = E 2 aerEAed VRS Hl 32
221 —
STANDARD _— 107 214 N2
(ZAFEH (12.22) (361,6002) m
107

S Eurostar reservation

N EANE EAD SERW
1@ | Pas semmo @ 00- 0 v - @ ORBERE™

eurastar,com/dynamic/_SvBoExpressBooking Term?_TMS=12260217929593._DLG=5SvBoExpressBoaking Term &_LAMNG=UK&._AGENCV=ESTAR&coL

Book

~  Eurostar
™+ Hotel (Book a hotel only)

T+ car (Book a car only)

Book togsther and save!

From List 5ll stations ©
[Congon

T List sll stations
Faris

Departing

51272008 = [0 &
[ one way

Returning

[eaimmivyyy g 2

[T Looking for low fares?
We'll show you the lowest fares
sither sids of your traval dates

Travellers

Adults - &
(26-59)

= [0 &
Seniors ~ 3~
(80+)
Youths = o &
(12-25)

Kids under 4 can travel fres on
Eurostar, as long as they can sit on
the lap of an accompanying adult
(one infant per adult traveller). If
they need their own seat it's
orobably best to count them as

Important Travel Information

Eurostar is operating an amended timetable following the
incident in the Channel Tunnel in September 2008

For more details and the latest travel information, please click here.

Latest timetables

Important information
for all Eurostar
travellers

City breaks
(Eurostar + h

Paris

Brussels

[Email address [Go]

o et pogadenr

- Paiis - AvKEOon

© Brusels = Dimeyind Tread Lightly
® Lille o and mo... For a greener journey
= Sd Find out more

Select a Guide =] |

Bursivess Travel
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2108 HEE =D =STH)

J@ AP e @ s 4 - I BNORBERE®

* eurostar. namic/_SvBo TravelFar lectTerm?_TMS= DLG=5vBo TravelFaresSelect Terma. L ANG=UIK&_AGENCYV=ESTAR

Home > Book online

o

Outbound

E» Choose your departure time and ticket flexibility

London St Pancras to Paris Nord departing Thursday 18th December 2008
Total outbound price for 2 Adults from £150.00 (around £75.00 per person)

Choose your outbound train...

‘Why not travel in style across Europe ?

Travel in style and experience the luxury of Business Premier® er Leisure Selectd,
With free champaane, a 3 course meal and even more space we'll help you get the
most of your trip.

Find out more about our travel classes@.

Non-flexible tickets are non-refundable and non-exchangeable. Mere details.
Fully flexible tickets are fully refundable and fully exchangeable, More details

Journey Time
(Local time)

Show earlier trains Non flexible Eully fi e Non flexible

9:39 - 23:14 | 02h35m direct@ @ E150.60} € £357.00 € £274.00

Show Iater trains

ORIE) BERE EAW SHRIEA =XD =8TH)

Qrz-O-¥ig p|Pes e @0 . - BYBLBEY ™

(D) Ia https://www, eurostar, com/dynamic/_SvBoPassengerLogin Term?_TMS=12260357888773.DLG=SvBoPassengerLogin Term&_LANG=UK&_AGENCY=ESTAR

Home > Book online

e

Travellers

Itinerary 1 of 1

ber 2008 Search for another itinerary

17:55 - Paris Nord 21:45 - Cologne Hbf 03h50m Comfort 2@ £113.00
(duration) Semi flexible

Total price for all passengers (average price per person - £56.50 Fare Breakdown@) £113.00

I[P%(E) HIE BN SARANA =D =8TH

Q-0 -HE p|pee e @0, o BMALEEA™
5¢@|€jhﬁps://www.eurostar, /d ic/_SvBoP: oginTerm?_TMS=12260234172238_DLG=SvBoPassengerLogin Terma&_LANG=UK&_AGENCY=ESTAR i

P

Home > Book online

< [

Travellers

London to Pari Adults Itinerary 1 of 1

¢ 2l y 18th Dec 2008 Search for another itinerary

19:39 - London St Pancras 23:14 - Paris Nord 02h35m Standard @ £150.00
(duration) n flexible

Total price for all passengers (average price per person - £75.00 Fare Breakdown @) £150.00

2flight reservation
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APPENDIX E2

Messenger Dialogues

Our Team is **, **

we will travel to Europe London, Paris,Frankfurt
Our trip is ten days and nine nights.

1.attached Schedule file!!!
2.dialog

[2008. 11. 05 afternoon]

S34 &2/ OtEOHAMIR2? 0 S34 et I efLICH

S8 LIOIDF .t =LICH S80It ol 2. ZEE Ui ===clddHet2eMm

S34 &2/ Ul. el =0l MO0 & H = MM EHH HKIGHS.

SSL'C’IDF Ul. Jeh . SHoHAI T MBI .M

S34 822 Ul B M L2 EAZ U CHAIZHLEA 2l =0t R?

S8 = ol Yl A M0l e 2~

S34 422 I1§|O1EI§O#5HED+EJJPO’)

S8do Y S.HEUUSEE2UE IDF FEHOIESNHEHR. HHK?

S34 o UL ME O AN M2 =0

S34 g2/ g: E0tMm

S8E oY LictE otLt HotAHZH XHS LIFHOISILINMN E0 |KE2 IAHIH UetE
ZotHEILIN ES2H 20teM

S34-ol . o
S34-ol%:
S34goY .7
S344 920
S8 & ol g

S3a ol 20t

S34 &2/ Al

S34 g9 &=

S34 'EIEDE*:OI%*HILPQP‘EAHIQ
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I
22
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S8 e MUCIE0IEX0THHASLFL0IEH=2H0IR?
S34 &2 6 2UCHIL2DItNIA9..9 !
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834L'°IDF AH2PM TR HAOL| HS L EH? 2 6HA?

S8 oY JHAHNR. . HEHLISNHR?.>.<<
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S8 &golg: dl.dci M

S34 & 2| & : http://hotel.travel.naver.com/hotels_a/index.asp

S34 22 QUIEAIHHIOIHA S E A POIEOHO

S34 o HIIM.. LERESII0GHLIDL. . HE A Z2H N ZNIR?

S8 &g Ul. Z2UZ0tAH I E I MILI2H=RIX IDHZE HMOISAIZIOIEHO0IZ 2 AR
S34 &2 4. Yot . JEN&0te. J8eUII EZEAE2E? HHR?
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APPENDIX F

Passover

(541 2008-11-23 07:33:57)

What is PASSOVER?
Passover is the 8th observance commemorating the freedom and exodus of the
Israelite(Jewish slaves) from Egypt during the reign of the Pharaoh Ramses 1.

Most important event is The PASSOVER Seder.

Taking place the first 2 nights of the 8 day holiday.

Usually gahtering the whole family and friends together,the Seder is steeped in long held
traditions and custom.

First night of Passover, the home is cleaned and cleared of all yeast food,called Hametz
using utensils and dishwear.

Haggadah
During the seder, participants read from the Haggadah,it is a comilation of stories,special
blessings and song.

Matzo

It is essential Passover food.During the holiday,on;y unleavened bread may be
eaten.That means no pasta,cereal,bread,cakes,cookies or any other starch product made
with yeast.It's symbolizes the minimalist fare that was eaten by Egyptian slaves.The Jews
had to leave so quickly that they didn't have time to rise their dough.

When is the First Night of Passover?

Passover begins on the 15th day of the Jewish month of Nissan.
April 12,2006

April 2,2007

April 19 2008

April 8,2009 ....
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APPENDIX G

(S13 2008-10-14 00:01:54 the number of hits :43)

HI, I’m Anna, who ordered an anti-snoring pillow for my husband the other day at
www.ebay.com. According to what you say on your homepage, the pillow should have
been delivered within 24 hours after the order was placed, but actually it took more than two
days. And you didn’t show any sign of apology. What’s more, | found out that the
advertisement was all bogus, because it didn’t work at all for my husband. He even snored
much more with that darn pillow. Therefore, | want a refund as soon as possible. If the
refund process takes more than two days, you’d better prepare to meet my lawyer one of
these days. No ifs, no buts, period.

(S13 2008-12-14 13:00:17)

HI, I’'m Anna, who ordered an anti-snoring pillow for my husband the other day at
www.ebay.com. Based on what | read on your website, | thought I made the right
choice for him and all the reputations were good. But soon after | found to have made
awrong choice. According to what you say on your homepage, the pillow should have
been delivered within 24 hours after the order was placed, but actually it took more than two
days. And you didn’t show any sign of apology. What’s more, I found out that the
advertisement was all bogus, because it didn’t work at all for my husband. He even snored
much more with that darn pillow. Therefore, | want a refund as soon as possible. If the
refund process takes more than two days, you’d better prepare to meet my lawyer one of
these days. No ifs, no buts, period. You will pay for this.

: Of course, the complint is all made up, but | put some additional sentences to show |
am really angry and to make it more pausible.

line from Haeran, which caught my eyes.
D so i'll send you these. Give me a call when you get this
| just want to return these....

The reason | picked up those lines above is that | believe it is really hard to return a
product to the seller, because it takes your time and money. But Haeran tries to do this
when making complaint. | think it's impressive.

E-card

How are you Prof.**? I'm ** Lee Very glad to send this card to you!

Every Jew commemorate their ancester's freedom. It means every people want live in a

freedom from any other things and environment. But what means the Freedom?

Sometimes press our lives from inside of mind to outside problem include

economy,health,parent,children,education and lover....and so forth.

Thank you and congrration !'!! Freedom and your own Passover.

And i wish your health and wellbeing.

Always thank you for teaching.

Sincerely
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APPENDIX H

**Questionnaire

A S Y BUE=JAAL20NAN BY ERet RAQ12 25LICH

It seems that factors such as sharing assignments and comments in the online course are really
necessary.

**Journal

(S33)

SZIA 210 UR EUlR,  2MUIR’, E=20| Eth,ss8 A& I 22 B0tM
RIS E 2D EEUsE =0 24 20 . 2t HE2oHE 2 E= AIES0l WH 22
SINEDNECSD AFENFL HOZ IS0 £ A0|ILI= Al =80 =< oLt

I am quite happy and feel rewarded because | got feedback from others such as “You did a good
job’, ‘It looks so good’, and ‘It is helpful.” Although they are simple comments, | felt so good
with their compliments. They made my day.

**LMS

(S22 2008-09-24:04:40:46)

L N T USSR DotE. M

“That’s right.. it seems to have too much assignments™*...

(S32 2008-11-02 04:28:02)

M EUIHRUHUF HR 238 N0 ANHR.=S ==
=3etAdle HENH EUR? =30l MUE 80| = A X
Z0| UIR.LHAF=AIZ HHELICH

I’m computer illiterate. There are so many things that [ am curious about. I managed to do a
recording assignment. But how can | listen to my recording? | am not so sure if | recorded it
properly or not. Please let me know.

oll

(S9 2008-11-03 09:39:10)

S A
HYHES -28 =23t B42] S35 20|, WIH | =

AHL~M M7t =28 SSmotct ot . F I S .
You can listen to your voice if you click the play button. The red one next to the record
button,... that’s it. ~ Whenever I listen to it, I feel so embarrassed.

by Of| RH 24 B4

jilfo]
rm
HR
rm
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APPENDIX |

(S3)
a2 =0/ =030 22101 &0l 6 ¢ =Ct
To reduce errors, | read and check my work several times before submission.

(S21)
SclJl J0l W ol Ate &8 A= 20, CF Liot) CHE ABFZ0IUlL.
Before uploading my work, I read two students’ in front of me. What a different style!

(S28)

IOt &#=otl) S8 fF=2= AN DE-E JAUS T 20

I think 1 could spot errors and mistakes in my work and could correct them.

(S15)

IOt S BHU SAHCZ =2 It B&ote =22 HUS [ 22142 tHstol2]
o &0l =0t SAole T st ZE2Z EJ(J2810F &0 LIS 2 =7 0lH S22
HAIKIE =10 4JIE ot ZEWREC 0] sSts2E 0| OlM= L=soiXlH &FCt.eret
=250 HME M UH FH2 Eotlto HEH L A= D252 20

When someone gave some feedback on my work, it encouraged me a lot even though they are
online comments. So [ want to give comments on others’ work in the hope of giving courage and
emotional support to them. Now | am getting used to this method of the course. If | did the given
tasks alone, 1 would feel as if | was talking to the wall.
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APPENDIX J

**At the beginning
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(The web board is in public.) I was worried what if my translation was wrong and my classmates
would laugh at my English.

**Mid -course
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At the beginning, I felt uncomfortable with the idea that my work is open to other students. But
the uncomfortable feeling did not last long and it does not bother me anymore. | am not a native
speaker or an English teacher. So, it is natural that I am not good at English. Not only | but also
peers taking this course would be in a similar situation. All of them are learners just like me and
we are not good at English. It would be great if sharing assignments helped us become better
English learners.

(SHAANEHS 2L S MOt 20t & SO, IHY SHBSFEt
OtLIUl... CHH Ol Ct..

Most students said on the web board, “It is really challenging and stressful, because there is a lot
of homework to do. Almost every day | have to study English.” Thank God, | am not the only one.

]

Chad... LB et =

**At the end of course

(S26)ZEE 23 ’é*6H%':8 DS 2% WL et WHOE W E A AAZ BHE & UL
Jdeld JbsotE W HME 20e =2 IiAEsSS 2 = UAEE S O Eotdd

O =0l

When | read excellent assignments posted by other students, | compared them with mine and
reflected on my own work. And | try to hand in flawless homework, so that peers will use my
work as their reference just like I did.

(S1I5)XIS MK DHZO0l HAI=U HN Scte 252 UHE Sllots 242, ot
dalol= 0O e 22 &30l I ”YSLICH 22X C
= e X ZsUICH

It is very helpful for me to refer to others’ work, when I do my homework. It gives me a feeling
that | am studying together with my classmates, not doing it alone.

20l

(S22)THEHOZ A0l HAIE CISAZE
OIHI= BH2 0= 012 &2l AIOIES S0l



Habitually I give some comments on others’ work on the bulletin board and log on to the course
several times a day... Ha ha
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APPENDIX K

**Journals
(SEAIXO CHoll & Sot= E=2 0t REUCH 0 Ciet A2 X0 =22 20| EAUCH

The tips for adapting to jet lag were very useful. | got a lot of practical help for travel.

(S36)travel style 2 & 0l M overpack 1t underpack 2 20| E S2tM LA E DDA =2 M S 2|
21 0l AFOIEE F M OF UL

In the questionnaire about travel style, I didn’t know what ‘overpack’ and ‘underpack’ mean. So I
searched for the answer from others’ work and many websites.

(S18)‘stretches’ H| S 2F J| 2 & 01 A E¢f| &l Minimize Risk, Dress for Comfort, Use a map,
A2 HS0|XCt SFEE otHM CHAl 8 M50 &I 0 B 2R AS0|ct

HA A THOI U} SLICE.

‘Stretches’ basic stretches for the flight! Minimize Risk, dress for comfort, and Use a map, these
seem to be small movements but I thought them over while | was studying them. Although this
reading material was difficult to study, it was interesting because it was essential.

**Questionnaire

MM RSB ASE 4 A= HHT HSE S ARED ZAN Y0IBRS 2 4
ANED FOIBE 2 Ot CHE KA o £IHE 22 4 A0 SLLH

S HOIJUJHZ....0lH SHAOIEN SHIt= H 23 FE X ESLILCH

Useful expressions and real life contents encourage me to learn English and make it fun. Also, it is
good for me to study English as well as to get other additional knowledge. To begin with, it was
wonderful ... Now | am not afraid of accessing English websites.

**LMS records

(example 1)

(S13 2008-11-24-00:25:31)

'Passover' and 'Thanks giving Day of the Hebrews' interpreted with meaning which is same.
(S41 2008-11-25 00:19:28)
Thank you for your comment. But i know two days are some different origin and meaning. |
want to find more information and share it.

(example 2)
(S27 2008-11-26 23:36:02 the number of hits :76)
Psitive body language
- Touching another's arm or shoulder
At times when the person tells me an interesting story, | pat her shoulder or arm. I think over the
person's story and still find it to be interesting. When | feel good, I often fold my arms with my
friends', although it may be misunderstood in foreign countries.
- Nodding
At times in meetings and gatherings I often bow my head in assent when the person speaks.
Negative body language
- Legs crossed
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When being seated in a chair, | often cross my legs, although the habit is unhealthy because it may
bend the shape of the legs. My son at times points out my bad habit. My God, | know it is a bad
habit, but | feeling like doing it sometimes. | wish | could assume a good posture.

- Tight or no smile

I wish | had a more comfortable and warm expression on my face. At times when | am absorbed in
thought, my face has a deadpan expression. If I am lost in thinking, then, it is likely for me to greet
neighbors with blank eyes.Let us laugh! Let us make the smiley face all the time!

(S13 2008-11-27 22:00:49)

[positive body language]

1. warm, open smile

As a natural phenomenon , | give a sweet smile at interesting person.

I smile without noticing it myself. | think that this gesture means | like the person. Although the
person talk me boring story, | must be smile ~

2. preening behavior

Itis a natural body language. When I met my friends, | was well dressed and

perfect make - up than usual going out . | think that it is etiquette and expression of good
feeling for them. M

[negative body language]

1. tight or no smile

" no smile " is a contrary concept for " open smile "

I can not hide my mind for them whom | don't like.

It is hard for me to get rid of the body language.

Hm ...

2. arms crossed

It is my bad habit . | have a tendency to show too much pretend to people whom I do not like. |
think I should be careful on this kind of thing and should get it corrected.

(S21 2008-11-28 20:08:38)

I often nod my head when | listen to my friend's talk. Although they talk to me for a long time. |
showed my consent by nodding to them. Maybe this action is my good habit of listening. also, |
nod my head when I understand a lecture of professor. so | chosen nodding.

(S18 2008-11-30 20:26:09)
Most people understand that smile means agree. So many people can think tight or no smiling
face means angry or disagree. | do, too.

(S23 2008-11-30 20:39:41)
In many cultures, it is most commonly, but not universally, used to indicate agreement,
acceptance, or acknowledgment. | use this gesture for "agree.”

(S29 2008-12-17 04:23:17)

I have a same bad habit, Legs crossed. and i also know it's unhealthy. M
My mom always said to me, Don't sit on the chair with your legs crossed.
but i couldn't abandon that habit.
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